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FOREWORD

When Donald L. Cleland was president of IRA, he had the wisdom to foresee one
of our most pressing and increasing needs: the improved education of teachers.
Acting on this foresight, he appointed the members of the IRA Commission on
High Quality Teacher Education. The.. carefully selected leaders were asked
to suggest procedures for improving the effectiveness of both preservice and con-
tinuing education of those ho teach reading. This outstanding volume is the
result.

Those responsible for such education will be indebted to Donald Cleland; to
Harry Sartain and Paul Stanton who edited this work; to the contributors who
gave their professional expertise, efforts, and time that it might become a reality;
and to all of the members of the Commission.

Although we have growing evidence that the teacher's effectiveness is the most
important ingredient in reading instruction, our efforts to improve the training of
teachers have not kept pace with our growing realization of that importance.
Hundreds of books on how to teach reading are available, but often our systems
for increasing teacher efficiency are based on the assumption that merely reading
these texts and listening to lectures will lead to good teaching. This volume
offers alternative procedures for preparing teachers which can help to break
that lockstep.

Comments on the many merits of this book would require space that can be
used more effectively by the Commission's contributions themselves; however, one
of the many unique features demands a comment. After years of increasing
success in providing for the individual differences of the pupils whom we teach
to read, this volume finally incorporates the principle of individual differences
into teacher education in two dimensions. First, the modules provide for differ-
ences in both the previous learnings and mastery rate of those being trained to
teach reading. Second, the modules provide a variety of delivery systems so that
those responsible for the education of teachers may adapt the modules according
to their own strengths and professional commitments.

This book can and should lead to marked improvement in the education of
those who teach reading.

William K. Mau, President
International Reading Association
1972-1973
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"Notice the sneaky way she
makes ail this fun?"

Reproduced by permission of Artist Reg
Hider. From Today's Education.

The tremendous range among classrooms within
any met hod points out the importance of elements
in the learning situation over and above the
methods employed. To improve reading instruc-
tion, it is necessary to train better teachers of
reading rather than to expect a panacea in the
form of materials.

Guy L. Bond and Robert Dykstra
Reading Research Quarterly
Summer 1967
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Chapter One

Introduction:

A Flexible Model Program for Preparing

Teachers of Reading

HARRY W. SARTAIN AND PAUL E. STANTON

If the facts were known to the tax and tuition paying public, the preparation of
teachers to teach reading would be more of a scandal than the great train robbery,
the Profumo affair, and the Valachi confessions combined. The need for excel-
lence in reading instruction is greater now than ever before because, as the
countries of the world become more and more industrialized, there will be fewer
jobs available to poor readers and illiterates. It is estimated (3) that the propor-
tion of people in the world over fifteen years of age who lack functional literacy
is approximately 35 percent (13 percent in the United States). As a rule, however,
teacher education institutions put only a token effort into the reading education
of the majority of teachers while reserving most of their expertise for preparing
the relatively small number of reading specialists who have the onerous task of
trying to mop up the intellectual and emotional blood that is spilled by the
masses of teachers who fail in their daily battles to develop literacy.

Inadequate Teacher Preparation

Most beginning elementary teachers have been involved in only one or, at
best, two brief courses in teaching reading (1). They know a few of the reading
skills that should be taught and perhaps one method of teaching. But they have
little or no knowledge of the limitle. , number of difficulties which children can
encounter in learning to read, of how to diagnose those difficulties, and of the
types of instructional adjustments that can be made for different individuals to
produce better results. Many young children learn to read with reasonable ease
and a minimum of special adjustments. But the child who does not learn to read
rather easily by the one approach the teacher has been taught to use is in trouble
and remains in trouble educationally, emotionally, and vocationally unless he is

3



4 PERSPECTIVE: A RIGOROUS PROGRAM FOR TEACHER EDUCATION

in one of the rare schools that can afford well-prepared specialists to help him to
recoup his losses.

At the secondary school levels, where the tasks of reading in advanced content
hax e become immensely. greater, only a relatively small number of teachers have
had even one brief course in teaching reading. Most have had no preparation for
reading instruction, and a large proportion will deny that they have any respon-
sibility for teaching children to read the materials in their subject fields.

These weaknesses in teacher preparation are not readily apparent when future
teachers are taking lecture-study courses in college. But such weaknesses become
the harsh realities of school life when beginning teachers are inducted into the
classroom.

The record of inadequate professional preparation of classroom teachers
contrasts sharply with that of the reading specialist, who may take eighteen to
thirty-six credits (six to twelve courses) in reading instruction plus a substantial
number of related credits in curriculum, psychology, research, and supervision.

Despite the fact that the diagnostic teaching of reading can be as complex as
brain surgery, most children receive attention only from an "educational nurse"
(the teacher having only an introductory course) instead of receiving attention
from the "educational brain surgeon" (the specialist who has all of the know-how
that the university is able to provide).

Outdated Limitations on Professional Preparation

The fault lies in educational history and tradition. At one time only a very
limited amount was known about the teaching of reading, and one course was all
that was needed to pass it along. Also, the youngster who did not learn readily
soon quit school and went into farm or factory work without making ripples in
the placid plans of the sch,lol.

Now all children are expected to learn to read. And in the intervening years
educational and psychological theorists, researchers, and practitioners have dis-
covered thousands of principles and instructional adaptations which must be
applied prescriptively in the solution of difficulties which individuals have in
learning to read. Tradition causes most college and university faculties to limit
sharply the amount of preparation time allowed for the teaching of reading. In
fact, all professional preparation courses in education often are limited because,
while professional preparation in social work, law, or medicine is highly respected,
the same is not true in educes' on (2). Consequently, in some regions teachers who
are planning to teach eiemen.ar) - coding must complete academic majors in an
area such as history, mathematics, or music, leaving time for only that one quick
course in the area of their greatest concernreading instruction. Tradition or the
pressures of world events may Iquire Ei.at elementary teachers take sequences of
several courses in history and science, but teachers usually get only one introduc-
tory course in the psychology of learning. As mentioned previously, the situation
at the secondary levels is even worse. In the long-standing battle of the proponents
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of content courses versus the proponents of methods courses in teacher education,
those favoring a thorough grounding in professional skills have rarely won.

One experienced school administrator explained the result, "In hiring hundreds
of classroom teachers over the years, I have been fortunate in finding many begin-
ners who were excellent in general competence. But unhappily, even the finest
have never been adequately prepared to teach diagnostically." This situation
suggests the need for vast improvement in both the preservice preparation and
continued inservice education of teachers.

Responsibility of IRA in the Seventies

Preparation of All Teachers

Most elementary school reading is taught by general classroom teachers, and
most secondary reading is taught by subject area specialists. Therefore, the Inter-
national Reading Association is fully as concerned about the preparation of
elementary and secondary classroom teachers as it is about the preparation of
reading specialists. In 1970 the President and Board of Directors of IRA
appointed a Commission on High Quality Teacher Education because, 1) as the
largest professional organization in the world for teachers of reading, the IRA
must assume responsibility for leadership in setting standards for teacher prepara-
tion and 2) the recent occurrence of a huge surplus of teachers in the United
States, the ,.ountry from which the majority of IRA members comes, suggests that
this is the right time to place a much greater emphasis on the quality of preservice
and inservice education.

Although distinct improvements have been made in the planning of teacher
education programs in recent years, the preparation of teachers for teaching read-
ing remains in a deplorable state. Therefore, the IRA Commission was given the
specific assignment of planning a better model program for this purpose.

Major Emphases

During the two years of its work, the Commission decided that a new model
program should place heavy emphasis upon the following points:

1. It must itemize the content of a professional program in detail in order to
break the common pattern of partial preparation.

2. It should require much more competence on the part of general classroom
teachers than in the past because they do most of the teaching of reading.

3. It must be a competency-based program (4) to assure that teachers attain
skills that enable them to perform as successfully in the field as they per-
form on tests in the college classroom, but the program should include
both knowledge and performance competencies.
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4. Related competencies should be grouped together to form modules of learn-
ing which can be fitted flexibly into various types of preservice and inservice
education programs.

5. The sequencing of modules and the stating of performance criteria for
competencies should offer numerous options so that the program can be used
with great flexibility to improve learning in various schools and universities.

6. The program should require early and frequent involvement of teacher
learners with children so that the teaching skills can be attained and tested.

7. The program should prepare teachers to move away from conventional
teaching toward personalized diagnostic teaching which is suited to individ-
ual needs and backgrounds.

8. Opportunities should be included for teachers to grow continuously in
competence until they can provide leadership in program improvement.

The Model Program

It is intended that the new model which has been formulated will have a drastic
effect upon teacher education because the model emphasizes the well-rounded
preparation of all teachers of reading, not merely those who are to become special-
ists. In the model program the formation of a specialist is only a final step in a
continuum of balanced preparation for all.

The new model assumes that each college will provide a good liberal education
plus general teacher education in educational philosophy, psychology measure-
ment, and sociology. It itemizes, therefore, only the content and procedures di-
rectly related to preparation for teaching reading. It is assumed that sincere
teacher educators will be pleased to utilize all or substantial portions of the pro-
gram because of their great concern for improving reading. It is assumed, also,
that when university administrators and state licensing officials are shown the
details of an adequate reading preparation program, they will be willing to adjust
time and curriculum requirements in a manner that will assure competent teachers
of reading for all children.

New Model Defined

In Merriam-Webster's Seventh New Collegiate Dietic,,,try, a model is defined
as "an example for imitation or emulation." Obviously, this definition implies
that a model program should be one that others can draw upon or duplicate.
But such a simple definition does not indicate what features should be included
in a model. Perusal of teacher education models reveals little agreement on the
matter. r ...ne consist largely of diagrams showing the ways in which students are
initiatr cycled, and recycled through several phases of their education. Others
focus upon the content of program objectives, the learning experiences, and the
materials of instruction.
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After considering other plans, the members of the Commission decided that
a model program for the preparation of teachers of reading should include two
parts: 1) a set of instructional resource modules itemizing the content of under-
standings and competencies which are to be attained by the learner and 2) a
system of strategies for channeling the flow of learners through the phases of the
program.

The strategy system, or delivery plan, in such a model is the superstructure for
administering the program appropriately in the situation at hand. It is a plan
for the initiation of students into the program, for their involvement in learning
experiences, for their continuation in or their elimination from the program, for
the utilization of faculty time, and for the use of instructional materials and
resources. One example is explained in detail in Chapter Six of this publication,
while others are mentioned more generally in Chapter Twenty.

The instructional resource modules are segments in the total program of know-
ledge and performance competencies to be attained by the teacher. The content
of each module has a themesome central purpose that gives it a degree of unity.
Each module consists of five elements: 1) a preparticipation assessment plan, the
procedure for determining the learner's readiness for or knowledge of the content
of the module; 2) a list of the teacher competencies to be attained, the precise
statement of the objectives of the module worded in behavioral style; 3) a list of
criterion behaviors corresponding to the competencies, indications of the minimal
performance that assures the attainment of each competency; 4) suggested learn-
ing experiences, a variety of activities which will help the teacher learner develop
the itemized competencies; and 5) a continuing assessment plan, the procedure
for determining when the criterion behaviors have been attained satisfactorily.

Resources for Multiple Models

Each educational institution is somewhat unique in respect to its major goals,
its financial and space resources, its faculty size and competence, and its students'
backgrounds. No single model for teacher education, therefore, would be exactly
suited to the needs of all institutions. For that reason, the elements of the model
presented in this publication are designed so they can be utilized flexibly to make
a number of programs with variations that are appropriate in different colleges,
universities, and school systems.

Modules for Multiple Purposes

The model includes seventeen resource modules of preparation for teaching
reacting. Each resource module can be divided into instructional modules for use
in undergraduate, graduate, and inservice education. Portions of almost all re-
source modules should be included in undergraduate and graduate programs,
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while inservice programs might utilize only those modules which provide solu-
tions to immediate instructional problems.

Multiple Levels

Because teachers progress at different rates in the attainment of teaching com-
petencies, each resource module provides a "nongraded" sequence of learnings
from the elementary competencies of a beginning teacher to some of the most
advanced competencies of a reading specialist. To indicate the general levels of
advancement, the competencies in each resource module are grouped under three
division headingsprofessional entry level, advanced level, and specialization
level.

The professional entry level competencies are approximately those that the
teacher must have to begin teaching, but some industrious individual teachers and
some college programs will move into the advanced level work before the under-
graduate preparation, ;, completed. The advanced level competencies are those
which most teachers will attain as they continue their graduate and inservice
study during their early years of teaching experience when they are progressing
toward becoming master teachers. And the specialization level competencies are
those that a teacher will attain in order to do supervisory work, research, and
university teaching.

University departr; tents and school supervisory personnel should assess the com-
petencies of their preservice and inservice teachers to determine which segments
of each resource module should be selected for the instructional modules to be
offered at various points in their programs. Thus, the resource modules can be
used flexibly in different programs that aim to achieve excellence in teaching.

Multiple Strategy Systems

The modules recommended by the Commission also can be utilized in a variety
of different delivery strategy systems. These modules can be used by any one
faculty member who offers courses in reading or they can be used by faculty teams.
They can be fitted into a sequence of courses or welded into a single continuum
of preparatory experiences with flexible time boundaries. The modules can he
adapted to a study discussion approach, an independent study approach, an audio-
visual approach, a systems management approach, or, if necessary, a lecture ap-
proach. Hopefully, they Hill be taught through a combination of approaches
instead of any inc.

In summary, it becomes apparent that this flexible model of a program for
professional reading education actually provides the ideas for numerous pre-
service and inservice programs because the model is adaptable to multiple strategy
systems for involving the learners, multiple levels of competency development, and
multiple modular functions in program planning.
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Details of the New Model

The decision of the Commission to develop a new flexible model consisting of
a sequence of resource modules was reached after a careful analysis of other pro-
grams and recommendations. In order to share with the reader some of the
thinking that was done in reaching decisions about the modular model, several
papers summarizing these deliberations are included in this volume.

In the first section, background is provided on current problems in teacher
education. Stanton and Masoner discuss general issues in teacher education. Man-
ning and Moe review recent efforts to introduce newer practices in the preparation
of teachers of reading. Austin draws upon her extensive background in evaluating
educational programs to analyze recently planned models and to specify both the
characteristics which should be avoided and those which should be included in a
new model for the education of teachers of reading.

The second section of the volume presents the model itself. Sartain provides
a description of the minimal content that should be included in the seventeen
modules suggested by the Commission to form a complete program. Along with
this description, the teacher educator will find a fairly detailed explanation on
how to build resource modules and how to convert segments of the resource
modules into instructional modules. Then, Herber offers suggestions on one type
of delivery strategy. To further clarify the philosophy and rationale on which the
model is based, Stanton and Sartain also have provided answers that have been
given by the Commission to a number of questions about the model.

The third section consists of sample resource modules which have been pre-
pared by reading specialists who work either with students in teacher education
programs or with teachers in inservice study programs. In every case, the resource
modules were examined by other specialists in the field, and revisions were made
following their suggestions. Segments of several of the resource modules were
used in developing instructional modules which were field tested and revised
further. One of the instructional modules also is included.

Unfortunately, the two-year life of the Commission was too brief to make it
possible to complete the writing and field testing of all modules. It is hoped that
several schools and universities will utilize the descriptions and suggestions in
this section of the publication in preparing and testing additional resource mod-
ules or instructional modules for future publication.

The fourth section of the volume provides support for the aims and experiences
that are included in the modules. The Commission wished to stress heavily the
importance of early experiences with children in teacher education programs
and continued experiences with children in undergraduate, graduate, and in-
service education. In order to learn how children learn and the types of
problems they have, an adult must observe and work with children frequently. In
order to learn whether he likes to teach and how to teach, a young person must
have many guided introductory experiences in teaching. One can learn what to
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teach from books and lectures, but actual teaching competency can be learned
and tested only through practice. These views are amplified by Manning and by
Seamen and Ruddell in two related papers.

The fourth section continues with an explanation by Gunderson of the impor-
tance of teaching the other language artslistening, speaking, and writingas a
foundation for developmental learning in reading. Shuy also offers pointers on
interdisciplinary matters to be considered in program development.

The Commission members feel that educators should see this model as a step
forward and should utilize it to improve teacher education in their schools and
universities. The members do not claim that it is a panacea for all time. There-
fore, to help the reader consider the modular approach critically, Rosen offers a
careful analysis of its strengths and shortcomings, along with pointers on the
importance of preserving human values.

Finally, some suggestions on disseminating the model program to schools and
colleges are given by Cleland and Nemeth.

Improvement Urgent in the Seventies

In past decades, society has permitted some children in every school and many
children in some schools to become reading failures because the cost of "saving"
them by providing teachers with refined teaching techniques was considered to be
too great. And school people did not become urgently concerned as long as there
were enough menial jobs available for the poor readers.

Circumstances in the seventies demand that society, in general, and educators,
in particular, face and cope with three obvious realities. First, a young person is
unlikely to be productive if he cannot read. Second, an unproductive person is
unhappy and may become alienated to the point of threatening the very existence
of society. And third, it is more expensive to keep a person on welfare assistance
or in a penal institution than it is to provide him with the type of education that
will make him a productive citizen. It is imperative, therefore, that teacher edu-
cators study these guidelines for a new program of preparation for reading instruc-
tion and that they quickly adopt the program or improve upon it to attain
excellence in their institutions.

Steps Already Taken

Proponents of rigorous programs for preparation in teaching reading will be
pleased to learn that this model already is haviag an impact upon preservice and
inservice education within the United States. College faculties and school instruc-
tional leaders have requested more copies of the resource modules than could be
supplied by limited duplication processes. Offers have been made to field test the
materials as quickly as they can be provided.

Three steps have been taken to make sure that the module content is included
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in teacher education programs. A new bulletin related to the modular content
and entitled Evaluation of Teacher Education Programs in Reading (prepared by
an IRA committee and edited by Grayce Ransom) has been published by IRA.
The U.S. Office of Education, through the Right to Read Office, is arranging to
promulgate new standards for all USOE supported reading programs; and these
guidelines will place increased emphasis upon teacher preparation. Also, the re-
cently revised accreditation standards for NCATE require schools of education
to show that they have considered the recommendations of professional organiza-
tions in structuring their programs. Summaries of such recommendations are
distributed to institutions by the Associated Organizations for Teacher Educa-
tion. IRA President William Durr, as well as his recent predecessors, has ap-
pointed representatives to AOTE and NCATE conferences to facilitate IRA input
into these program recommendations.

Another step is of immediate concern to some inservice leaders and graduate
studentsa new form of the National Teacher's Examination for Reading Spe-
cialists is being constructed by the Educational Testing Service. The preparation
committee based its planning directly upon the modules in this IRA model for
teacher education.

With the strength of multiple views and the solidarity of a common concern
for literacy, we shall move forward!
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Chapter Two

Current Issues in Teacher Education

PAUL E. STANTON AND PAUL H. IVIAsoNER

Teacher educators can no longer afford to be aloof, a luxury provided by the
traditional position given to institutions of higher education. The golden years
of the sixties are gone. The seventies have arrived with several new problems
and dimensions for teacher education: 1) The supply of teachers is narrowing
the gap of the demand. 2) Taxpayers are demanding a more active role in the
selection and retention of teachers. 3) Professional organizations are beginning
to lobby for greater political power in the teacher-licensing process. 4) Students
are now citizens by law and are beginning to realize they have greater control
over their academic destiny.

Today's teachers must be able to demonstrate and support their competence,
not only in their areas of expertise but as facilitators of the thought processes
and as caring people who understand and appreciate differences in individuals
whether these differences be as mundane as chronology or as complicated as
race, language patterns, or dialect. If the teacher is to be a viable part of the
changing educational scene, teacher education, both preservice and inservice,
will need to be examined critically and alternative methods of teacher education
developed, implemented, and evaluated.

Issues of Concern

Institutional organization

Historically, teacher education has encountered two major institutional con-
cept difficulties:

1. The concept that the school system is the consumer and the teacher educa-
tion institution is the producer. This concept has created a relationship
that seems to hinder the development of competent teachers, and energy
should be generated to change this relationship to one of a partnership in
education.

12
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2. Faculty members in teacher education should have pride in their unique
competencies. These educators should recognize that faculty in the Liberal
Arts have a different set of competencies and skills but that their skills are
not inherently better.

Selection of Students and Faculty

The selection of quality teachers has been neglected because the evidence
available indicates that a combination of traits, multiple situations, and various
subskills and teaching styles are all significant variables in determining the char-
acteristics of a quality teacher. This multiplicity of variables should not prevent
the motivation for the development of creative research models which will add
to this limited information pool. To change this relationship will require a de-
gree of risk on the part of the teacher educator because he must demonstrate
that theory and practice are not two separate entities but are integrated to pro-
duce competence. The teacher education institutions must no longer be identi-
fied as the citadel of theory and the public school identified as the place for
practice.

Early Experiences With Children

Historically, many students in preservice programs were not exposed to chil-
dren until their senior year in college. Because of money, time, and other com-
mitments these students have completed their student teaching and have become
certified teachers even though the experience student teaching communicated
to them very clearly that they not only did not want to be teachers but likely
would not teach beyond the time necessary to jx,y back a loan, find another job,
get married, etc. This type of difficulty can be minimized through early experi-
ences with children.

Integrated Programs

Teacher education programs are usually multidisciplinary with no formal
mechanism established to integrate the disciplines. The student has been saddled
with the responsibility of being the integrating agent.

Many teacher-certifying agencies are now awarding certificates that imply
either interdisciplinary or integrated disciplinary programs. The responsibility
of providing this integrating experience clearly belongs to the institution; there-
fore, serious study and reorganization of the various discipline experiences is
needed.

Delivery System

To adequately provide the type of experiences needed in teacher education,
various instructional structures should be used. Innovative structures should be
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developed that consider flexibility in time-ratios and assessment that allows stu-
dents to pre-assess, to determine what experiences are needed for competence,
and to work cooperatively with a faculty member to build an individualized
program.

Summary

This discussion of issues is obviously not inclusive but, hopefully, sets the
stage for the rest of this publication. The content that follows should be con-
sidered as a catalyst for creative, flexible thinking. The educators who shared
ideas and critically analyzed these sharings developed this publication. Many of
the ideas presented can be refined, revised, and adopted for various institutions
in the development of more dynamic educational programs. The concerns stated
are genuine, and the need for change in teacher education is imminent.



Chapter Three

Recent Innovations in Educating

Teachers of Reading

JOHN C. MANNING AND ALDEN MOE

Those who educate teachers of reading know that volumes of information exist
concerning reading theory, methodology, and materials. The literature, however,
yields relatively little concerning the practical professional preparation of reading
teachers. Some exceptions merit mention herethe first Harvard-Carnegie read-
ing study, The Torch Lighters: Tomorrow's Teachers of Reading (6), and the
second Harvard-Carnegie reading study, The First R: The Harvard Report on
Reading in Elementary Schools (7). The First R made recommendations for ele-
mentary schools, and the implications for college teachers of reading methods and
research courses were evident. Also, in the early 1960s an issue of The Reading
Teacher was devoted to the professional preparation of reading teachers (29).
The Harvard-Carnegie reports provided the impetus for renewed interest in
certification standards for reading specialists and justification for federal involve-
ment in preparation of reading teachers (16).

In spite of strong interest in reading instruction in the 1960s, a large proportion
of children in the U.S. and in other countries attended schools in regions where
no certification standards for teachers of reading existed (20). Exceptional cases
such as the onereported by Carner (11), in which a teacher asked to visit the
Miami Reading Clinic on a Friday afternoon because she was to become a special
reading teacher on Monday evening, are all too common! This writer has ob-
served music teachers, physical education teachers, and nurses participating in
five- and six-week courses ostensibly designed to train teachers of reading.

This paper reviews existing programs of reading teacher preparation and trends
and innovations in teacher education programs which may be adapted or ex-
tended to the training of such teachers. Consideration will be given to technology,
preservice programs, graduate programs, and programs designed specifically for
inner-city teachers.

15
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The Contributions of Technology

Though educators at all levels have witnessed the misuse of the new "hard-
ware," perhaps the greatest single impact of the past decade was made through
the marriage of education and technology. While many educators are impressed
with the advantage of this merger, Jackson's statement (17) expresses a common
concern:

If there is one thing the teacher, particularly the female teacher, is not, it
is an engineer. Indeed, it is difficult to think of two viewpoints further apart
than those symbolized by the Golden Rule on one hand and the slide rule
on the other. The one calls to mind adjectives such as romantic, warm, tender,
naive; while the other evokes the concepts of realism, coldness, toughness,
efficiency. One is essentially feminine; the other, masculine . . . to say that
they do not speak the same language is a gross understatement.

We must dispel the myth that to use machines in education is inhuman. Any
teacherelementary, secondary, collegewhose teaching offers nothing more than
a machine can offer should be replaced by a machine.

In 1963, videotape recorders were purchased by Stanford University for use in
teacher education programs at a cost of $15,000 per unit. By 1968, a dozen com-
mercial manufacturers had entered the field, and a similar unit could be pur-
chased for $1,500 or less (26). Instead of heavy broadcast equipment of the early
1960s at greater cost, completely portable, battery-operated units at less cost are
now available.

Videotape tape recorders proved to be useful aids at the Stanford University
microteaching clinic, and similar recorders have been employed in the prepara-
tion of teachers in all elementary and high school subject matter areas (3, 4, 8,
21, 32). Incidentally, a misconception among educators is that videotape viewing
and microteaching experiences are synonymous. Microteaching is a scaled-down
teaching encounter involving four or five students for a short period of time
(usually under ten minutes). Videotape may be used to record microteaching
and thus serve as a means of feedback for the teacher. Microteaching need not
employ videotape recorders.

Other successful uses of videotape recorders in the training of reading teachers
have been reported. Lorenz (22) reported using a recorder in a reading clinic.
The camera and microphone were placed in one room with the trainee clinician
and child, and the recorder and monitor were located in another room where
the clinic supervisor could view the lesson and record it if desired. After the
completed lesson, supervisor and clinician viewed the lesson and suggested means
of improving future lessons. Use of videotape as a part of a developmental read-
ing practicum was reported by Moe and Feehan (26). Equipment was used in
elementary schools where practicum students had short lessons videotaped. Les-
sons were critiqued and immediately retaught to a new group of students, when
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necessary. Nason and Caulder (27) summarized the advantages of videotape in
working with inservice reading teachers.

Another frequently recommended practice is the taping of reading lessons in
elementary classrooms and playing back the critiqued lessons in reading methods
courses. Or, closed circuit television can be used effectively to demonstrate de-
velopmental and corrective reading techniques to large groups of teachers (5).

This procedure may include videotape recorders or a television camera trans-
mitting to one or more monitor viewing stations. Woo ley and Smith (40) re-
ported the use of these viewing circuits to develop observational skills in
undergraduate programs prior to student teaching experiences. Flexibility in
providing observation and critical analysis is, unquestionably, one of the major
advantages of closed circuit television (19, 20), and to use Tv concurrent with
firsthand observations of classroom practice has proven as effective as live ob-
servations alone (39).

Computers have provided assistance in supplementing reading instruction,
and computers have been used effectively in assigning student teachers to super-
vising teachers (34). Film clips and various simulation techniques have also been
used successfully in undergraduate, graduate, and inservice programs, in recent
years (9, 15).

Preservice Programs

On a nationwide basis, objective evaluation of teacher education programs is
inadequate. Although most programs undergo scrutiny by state and local cer-
tification agencies on a regular basis, there have been few in-depth program
studies in which recommendations for program improvement were made and
systematically carried out. Recent trends, especially in areas where there is pres-
ently an oversupply of teachers, indicate that the means for improving the
"quality of the product" is to place increasingly stringent requirements on per-
sonnel entering teacher education programs. Suggestions for program improve-
ment, however, have appeared in the literature (31, 38).

One of the least criticized and most often praised of the professional courses is
student teaching. Seldom, in fact, do undergraduates criticize courses where there
is much involvement with children in a school setting. Undergraduates do, how-
ever, question the value of a program which places them in settlement houses,
parks, and Sunday schools simply to provide them experience in "working with
children" without specific educational objectives for such experiences. This writer
suggests that first- and second-year teachers be surveyed for their comments
concerning the value of all aspects of their professional training.

In the past two years, "model" elementary teacher education programs have
received considerable attention. Some of the similar elements in recent program
models include the use of performance criteria, alternatives by which one may
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achieve the various performance criteria, and internship programs in which the
trainee spends a greater amount of time in classroom practice situations that in-
volve more responsibility than the typical student teaching experience (2).

One of the major concerns in preservice education is the content of the pro-
fessional education courses. For example, at one university the faculty is united
in the belief that a course in the psychJlogical foundations of elementary educa-
tion is important. There is little agreement, however, on the content of such a
course. A similar development exists with the preservice reading methods course
because of the difficulty of doing justice in one course to the varied reading ap-
proaches and programs that are available. Though there are problems with the
content of such a course, professors almost universally prefer it to a general
methods course which covers a number of fields minimally at one time.

Involvement with children as a part of the reading methods course has been
found to be especially effective (13, 28). Since this writer initiated such a practice
in the reacting methods courses at his institution, its obvious value has caused it
to be implemented in science, social studies, language, and mathematics methods
courses, also.

Graduate Programs

Although the first Master of Arts in Teaching (MAT) was instituted thirty years
ago, such programs continue to command attention (1, 35). Their growth in the
past fifteen years is perhaps at least partially due to the financial support of the
Ford Foundation (36, 37). Most MAT programs appear to emphasize the prepara-
tion of secondary teachers; however, Mitzel (25) reports that the program at Cor-
nell University is concerned with the preparation of elementary teachers only.
While programs vary from institution to institution, there generally are four
common aspects: 1) they are designed to prepare liberal arts graduates to teach,
2) the emphasis is on subject matter knowledge, 3) the internship or student
teaching is carefully supervised, and 4) professional methods courses are restricted
to those which are relevant (10, 33).

A significant new program designed to prepare reading specialists at the master's
level was instituted at Clarke College. The program, designed for experienced
elementary teachers, concentrated on familiarizing students with existing methods
and materials in reading and required participation in both a developmental
reading practicum and a clinical practicum (14). Uniquely, this program has pro-
vided major input at the University of Minnesota PhD level and has consistently
provided high quality reading specialists for local school districts.

Aside from major universities, two institutions have developed special programs
to graduate reading specialists at the master's level. These are Cardinal Stritch
College and Western Washington State College.
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Programs for Inner-City Teachers

Since the surrimer of 1965, when 118 colleges and universities were involved in
the training of teachers for Project Head Start, there has been a strong commit-
ment to the preparation of teachers to work with disadvantaged and needy chil-
dren, primarily of the inner city. Such programs were effected through massive
federal support during the period 1965-1969. Since that time, federal commitment
to these programs has been curtailed.

One of the most significant of the early experiments in training inner-city teach-
ers was the Cardozo Project in Urban Teaching (12). Located in the Cardozo High
School in Washington, D.C., this project provided the Model for the Teacher
Corps.

Project Combine in the Minneapolis Public School System, which is directed
by this writer, is an example of a specific program to improve the quality of read-
ing instruction in inner-city schools; to improve the reading achievement of the
students; and to provide support in the form of a facility which writes, prints,
and delivers materials to supplement a basic reading program, trains experienced
teachers to serve as resource teachers in the inner city, and prepares undergrad-
uates for inner-city teaching by concentrating a large portion of their training in
inner-city schools to which these students, hopefully, will return when they have
completed their professional preservice training. The project supplements staff
efforts by involvement of parents, various professional organizations, The Model
Cities Programs, The Teacher Corps, the Minnesota State Legislature, and various
volunteer agencies.

Assessment and Recommendations

Based on a review of existing teacher education programs and on relevant ex-
periences as a teacher at the preprilmry, primary, elementary, secondary, college,
and university levels of formal education programs, these writers recommend the
following:

1. That all undergraduates in education be introduced to the realities of the
teaching-learning confrontation in a school before any professional course
is initiated.

2. That all undergraduates in education with interest in reading instruction
become familiar, through formal course involvement, with the structure and
usage (verbal and written) of the English language.

3. That all courses in the so-called psychological foundations of learning req-
uisite to any methods course offer discussion relevant to children in normal
educational settings without reference to pigeons, rats, or dogs.

4. That most experiences in undergraduate reading methods courses be carried
out in real elementary and secondary schools.
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5. That the teaching and supervision of undergraduate methods courses be
done by instructors who have the experience to be able to demonstrate in
classrooms and thereby serve as models.
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Chapter Four

Recommendations Drawn From

Other Models

MARY C. AUSTIN

The IRA Commission on High Quality Teacher Education has recognized the
need ,to review systematically and to revise preparation programs for reading
teachers in light of changes in society, advances in the art of educating profes-
sional personnel, and experiences gained in using current models. In the past
few years, much attention has been focused upon new model programs of teacher
education. Several of these models are analyzed here.

Two key questions guided the examination of the mod;?.1s: 1) What conceptual
strengths and weaknesses do they demonstrate? 2) What implications can be
gleaned from them that will enable the Commission to draft a new model or
models for the preparation of teachers of reading?

To answer these questions, this chapter will include a summary of some salient
features of ten models and then will offer pointers which should be applied in
planning a new model. By its brevity, this analysis may appear to neglect or
oversimplify certain features of the proposals from Columbia University Teachers
College, Florida State University, University of Georgia, University of Massachu-
setts, Michigan State University, University of Wisconsin, University of Toledo,
Syracuse University, University of Pittsburgh, and the Northwest Regional Edu-
cational Laboratory. However, this brevity will, hopefully, not detract from the
important contributions of the proposal designers.

Selected Features of Model Programs

Within the present context of rapid cultural change, all models are predicated
upon the need for bold, innovative approaches to teacher education. Model di-
rection is away from prescriptive, authoritarian, fragmented programs and to-
ward those that are open-ended, process oriented, and integrated. Additionally,
each model tries to utilize recent technological knowledge in the creation of a
humanistic teacher education program.

22
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Individualized Teacher Education

28

A notable feature of the models is the attempt to individualize instruction for
prospective teachers. In some, individualization is achieved by means of variable
pacing; in others, individualized courses of study and/or variable program en-
try and exit points are utilized.

Variable pacing permits flexibility in accommodating a wide range of student
differences. Within a designated four-year course of study, for example, one stu-
dent may complete a program in two years while ar other may take five years to
meet the same criteria.

Individualized courses of study offer students a number of alternatives for
reaching certain objectives. That students should be involved in the direction
and content of their education is recognized by trainees and their advisors when
they jointly plan appropriate courses of study to meet individual interests, abil-
ities, and experiences. In this process, the traine° can determine how he best
acquires information in many different ways.

Variable entry points are employed in some programs to allow students with
unusual proficiency to demonstrate their mastery of specific criteria. If criteria
are met, trainees may undertake work in areas where they need experience and
thus be freed from study in fields of established competency.

The break from structured courses to individualized instruction for prospec-
tive teachers can lead to efficiency in the use of faculty-student time and effort,
to more student participation in formulating his purposes and program, and to
unprecedented humanization of teacher education. Individualized practices will
foster intellectual curiosity and scholastic achievement which may have been
"turned off" by irrelevancies of past programs. Obviously, the counselor-student
relationship is central to the success of individualized instruction.

Performance Objectives

Inasmuch as guidelines from the United States Office of Education indicate
that program objectives should be stated in behavioral or performance terms,
all models employed such terms to focus attention upon observable teacher be-
haviors. Specifically worded criteria tend to reduce the ambiguity that often
characterized statements of desired outcomes of teaching and learning in the
past. Performance-based objectives also tend to increase efficiency of learning,
particularly in the mastery of skills and content, by clarifying what is expected
of the learner, under what conditions the behavior is expected, and how the
behavior will be evaluated.

The architects of these models developed performance criteria ill thiee 'woad
conceptual areas related to teaching: 1) content knowledge, 2) behavioral skills
(the technical skills of teaching), and 3) human relations skills. With such cri-
teria, teacher preparation becomes more closely identified with the primary con-
cern of all educatorsthe total educational development of children and youth.
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Interdisciplinary Planning

The design and implementation of these models require input from several
disciplines working together in new ways. In a serious attempt to provide an
extensive and integrated education, the originators of the elementary school
teacher education models advocate programs which are developed by an inter-
disciplinary team of specialists in allied fields. Through involvement of areas
other than education, courses in foundations and methods will result in content
that is more relevant to the needs of public schools. Where unanimity of goals
is achieved, trainees will receive a well-balanced curriculum in several fields of
knowledge and learning necessary for successful teaching. Trainees will also ac-
quire skills that contribute to their developments as perceptive, educated indi-
viduals.

Most models recognize that a complex of interdependent organizational sys-
tems impinges upon teacher education programs. The models call for greater
continuity between training experiences and actual professional experience
through collaboration with surrounding school districts, neighborhood organi-
zations, social agencies, industry, and state and federal offices of education. Co-
alitions between teacher training institutions and other concerned groups appear
requisite to any program which tries to bridge the gap between the academic and
practical worlds.

Modular Design

What has been designated as "curricular rigor mortis" is being overcome by
fresh approaches to thinking about curriculum organization and content. Tradi-
tionally, the basic curriculum unit for teacher education has been the course.
Although some of the ten models retain a course organization with improve-
ments, most of them rely on the instructional module as a means of providing
flexibility and individualization within the curriculum. A module, defined as
a planned episode ranging in duration from a minimum of several hours to a
maximum of several months, is organized around a single objective. A pretest
often determines the student's readiness to attempt a module. If a student passes
the pretest, he may be permitted to move on to more advanced concepts.

Each module specifies an instructional objective and criterion measurements,
with knowledge and experiences for attaining a goal being carefully described.
The module may suggest self-directed work or attendance at a lecture, interac-
tion with groups of college peers, actual work with children, or various com-
binations of these and other activities. Techniques such as computer-assisted
instruction, sensitivity training, microteaching, or simulation may be employed
in the module.

With regard to experiences with children, each module seeks to organize the
trainee's work in teaching-learning situations from simple to complex so that
developing skills can be evaluated as the trainee grows in his role v., a teacher.
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More experiences with children in different settings throughout the collegiate
program are encouraged, along with observations and student teaching at several
academic levels.

Continuum of Learning

A major assumption of models is that schools can no longer justify the isola-
tion of preservice from inservice teacher education. In the 1960s and now in the
1970s, rapid social changes require constant, relevant, inservice programs for
teachers. Increasingly, new models of teacher education will embody differen-
tiated staffing patterns which illustrate a continuum of experience s from under-
graduate through on-the-job training. These models will provide for varying
levels of responsibility or professional competencyparaprofessional, profes-
sional, and specialist; specific areas of specialization; careful initial and follow-up
placement of teacher candidates; and a system of strategies to support the pro-
gram. Continuous learning and professional development will replace compart-
mentalized preservice and inservice experiences by a model which reflects the
professional growth of educators from their decision to enter teaching until
their retirement from the profession. Not only should this process produce more
effective teachers but it should also encourage research into alternative approaches
to inservice education.

Performance Evaluation

The preservice-inservice continuum implies that a new relationship will oc-
cur between institution and teacher. Remaining in frequent contact with the
.college, the teacher will provide helpful data, which may lead to improved pro-
grams, and at the same time receive information from the college to update
teaching performance. The college will be facilitated by two interrelated pro-
cesses: 1) diagnosis and prescription according to individual teacher needs and
2) appraisal of teaching growth to determine career advancement within a dif-
ferentiated staffing structure.

More so than in previous decades, institutions are conducting clearly defined
evaluations of the teachers they prepare. Feedback on preparation by current
and former students invariably leads to penetrating comments. The suggestions
of students concerning all aspects of their professional training can prove valu-
able. To follow their graduates into practice, college administrators are assign-
ing higher priority to teacher education and providing necessary financial
resources.

Considerations for the Preparation of Reading Personnel

A major task of college reading professors is the preparation of young men
and women to be good teachers. These professors are convinced that improved
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teacher education programs are possible and that innovations of a decade or
two ago are no longer the most appropriate vehicles for the 1970s; they are
equally convinced that piecemeal modifications of existing structures are not
likely to produce desired results.

University Departmental Collaboration

In many cases, viable programs of the future will necessitate drastic reorgani-
zation of the internal structure of schools of education. At present, many depart-
ments in these schools are virtually autonomous. Innovative practices in the
preparation of teachers of reading will require much closer collaboration with
other departments, as well as within the department in which reading is located.
In all probability, a fairly complete restructuring of departmental organization
and operation will be needed. It is also essential that schools of education lose
their insularity by eliminating the barriers between campus and noncampus.
The improvement of teacher preparation in reading is dependent upon the ex-
tent to which these changes can be accomplished.

Regeneration of Professors

A review of the models for teacher education focuses attention on several other
considerations. In the first place, it is not known with certainty what form the
future world and its societies will take, nor is it possible to predict how children
should be educated to live and work in those societies. Consequently, teachers
must learn to be resourceful individuals, adapting themselves readily to changes
in society as well as in their roles as teachers.

The development of self-renewing teachers can ;)e accomplished only by self-
renewing educators. Needed now, more than ever before, are model programs
for the regeneration of college professors to enable them to gain expertise in
assisting professional fledglings in the resolution of critical problems that will
confront them. Furthermore, proposed new progran for teacher education will
require major departures from present practices on the part of university facul-
ties. These programs cannot be implemented without staff retraining.

As part of the regenerative process, the teacher of teachers must strive con-
sciously to acquire new content usable by classroom teachers. Some educators
believe this goal can best be achieved when college faculties periodically engage
in the instruction of children. 0>hers recommend that professors move into new
roles as resource consultants in school systems. Regardless of the route
taken, these experiences may make it possible for professors to devise instruc-
tional behaviors that will reduce, if not eliminate, obstacles to pupil learning.
Professors should also be able to attack intelligently teachers' perennial problems
of pupil motivation, pupil achievement, and classroom organization. Moreover,
they will be in better positions to remove artificiality from teacher-preparation
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programs. Until then, it appears relatively futile to expect to bridge the intellec-
tual-psychological-status gulf between teacher educators and practitioners.

Beyond Easily Measured Outcomes

Although the objectives of all proposals were couched in behavioral terms, two
documents acknowledged that not all significant teaching behaviors can be spec-
ified accordingly. When aesthetic or affective outcomes are valued products of
learning, it may not be possible to predetermine the quality of the experience to
the extent that it might be in the case of skills mastery. At present it appears
that performance criteria are inappropriate for certain aspects of the teaching-
learning process.

Program Flexibility Within Limits

Granted that individualization of student programs of study is desirable, the
procedure of completely individualizing teacher preparation should be under-
taken with caution. In some instances asking trainees what they would like to
learn is tantamount to giving them freedom not to think, not to experience, and
not to take part in what may be worthwhile activities. It is also possible that
assuming that young adults will always know what they need to learn prior to
any participation in communities, schools, and professional roles could be a case
of expectation over experience.

Conventional reading methods courses taught in a college classroom from a
prepared syllabus on Monday, Wednesday, and Friday by a specialist undoubt-
edly will yield to curriculum-problems and issue-oriented programs of study
pursued cooperatively by students and professors. Attempts will be made to un-
lock present curriculum structure by replacing classwork with instructional
modules. When these modules are considered tentative, rather than rigid, re-
quirements and when they offer a rich variety of experiences and materials, they
should permit a flexibility in designing individual programs heretofore unknown.
Students should then have opportunities to assess the effectiveness of each mod-
ule as they complete that component of the program.

Some nonstructural alternatives should be provided, perhaps not for all stu-
dents but at least for those who elect them. Eventually, it may be advantageous
to allow students to write their own personal development plans so that those
who prefer a structured sequential learning program may opt for it, while others
could create a program better suited to their needs and interests.

What is meant by "individualizing the curriculum"? Most models view indi-
vidualization as charting individual paths to predetermined goals. Individualiza-
tion can be conceived more broadly. It can emerge from membership in a
community; the trip to good teaching need not be made alone. Together teach-
ers can learn new ways of living and teaching in professional schools, in work-
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shops, and in community involvement, as well as through independent programs.
Training for occupational socialization can take place through belonging to a
reference group and through reality training by the use of simulation experi-
ences and role playing.

Summary of Recommendations

New ways of developing teachers are demanded by current school problems
and by the mood of the public. Colleges must make distinct commitments to
innovation, demonstrating their willingness to break conventional patterns by
testing new ways of learning and teaching.

In designing a new model or models for the preparation of reading personnel,
the IRA Commission on High Quality Teacher Education will do well to elim-
inate past criticisms of undergraduate and graduate education programs by in-
corporating features of the models reviewed: individualization of instruction,
instructional modules, behavioral objectives in areas where they are appropriate,
coalitions of related groups, summative and formative evaluation procedures,
provisions for different competency levels, continuum of experiences for preser-
vice and inservice teachers, planning for institutional reorganization, retraining
college instructors, and using technological knowledge for the improvement of
programs. Because some newer models of teacher preparation devote limited
attention to child development, an IRA model or models should give special con-
sideration to the definition of developmental needs and characteristics of chil-
dren. It then becomes appropriate to plan a curriculum with future teachers
that will facilitate the growth of children by attending to their needs and char-
acteristics.
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"With this invention, chaps, you are witnessing the dawn of a mobile
upward-achieving soc;ety!"

Reproduced by permission of artist Herbert Goldberg. From Phi Delta
Kappan.

I believe in the existence of a great, immortal, immutable
principle of natural law, or natural ethics, . . . which proves
the absolute right to an education of every human being that
comes into the world, and which, of course, proves the correla-
tive duty of every government to see that the means of the
education are provided for all. Horace Mann

The modular model places priorities upon
the following:

1. Preparation for diagnostic teaching
which is adjusted to the progress of
each child in his particular environ-
ment.

2. Early and continuing involvement of
teacher learners with children in class-
rooms.

3. Development of leadership competen-
cies in reading specialists.

THE FLEXIBLE MODEL



Chapter Five

The Modular Content of the

Professional Program

HARRY W. SARTAIN

In a world where hundreds of billions of dollars are spent on lunar explora-
tions, hundreds of millions of youngsters fail to learn to read fluently because
a relatively low priority is placed upon programs for preparing classroom teach-
ers to teach reading. In numerous countries, according to Downing (9), " . . the
professional training of teachers in respect to reading is primitive. . . ." And
even in the United States, where graduate education programs that are available
in reading ". . . represent an amazing contrast to the almost total neglect of the
subject by the universities of most other countries . . . ," the undergraduate
preparation of beginning classroom teachers is distinctly subprofessional.

The professional teacher, Broudy implies, is "a mischievous illusion" (3). He
explains that adequate professional education must include, in addition to the
study of appropriate disciplines, not one, but three types of practical applica-
tions to develop teaching proficiencylaboratory experiences, clinical teaching,
and internship teaching.

Because professional preparation is more often superficial than thorough, edu-
cators, Brody believes, are inclined to adopt practices which are expedient, but
inadequate. First, educators are prone to being duped by the "imposter phe-
nomenon" in college program planning. Almost any intelligent, observant im-
poster can achieve some type of temporary success in a profession. While law
schools and medical schools maintain their faith in themselves despite these
occurrences, 'schools of education . . . do just the opposite; they see in the suc-
cess of the imposter an innovative design for the preparation of teachers." Fur-
ther, in professions where the entrants are adequately prepared, special institutes
are held primarily for the purpose of updating the members in respect to ad-
vances in research and procedure. But, "in school teaching, the inservice insti-

Ideas for this chapter were contributed by all members of the Commission, two tan presi-
dents, a large number of field consultants, and several reading specialists doing advanced
graduate study.

31
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cute, extension course, workshop, and the lately imported teachers' centers (from
Great Britain) are used to take the place of a skimpy preservice preparation" (3).

These concerns are shared by a large proportion of the educators who have
attained advanced preparation at the truly professional levelsthe school in-
structional leaders and the studious professorsas well as by the parents of many
students in the schools. Consequently, the members of the IRA Commission de-
veloped a model program which is only modestly innovative but which is sig-
nificantly more substantial, especially at the professional entry level, than most
programs of preparation for teaching reading have been in the past. Perham it
could be said that its most innovative feature is its plan to provide in prrtctice
almost all of those program components which have been provided only or pa-
per in the pastin the idealistic description of courses which could never ac-
complish more than a fraction of what they claimed to do.

Seventeen Areas of Professional Development

In order to be prepared at a professional level, teachers must have attained
positive attitudes, extensive knowledge, and a variety of instructional skills in
seventeen areas of learning in reading or in areas closely related to reading.
These seventeen areas are beyond the usual studies in philosophy, psychology,
sociology, measurement, and general methods in which 'most teachers engage.
They do include a couple of areas of study (language and community sociology)
which might be included in a teacher's general preparation in some institutions
but which more often must be added to the reading program.

The seventeen essential components of a professional development program
which were identified by the Commission with the assistance of a large number of
field consultants are the following:

1. Understanding the English Language as a Communication System
2. Interaction with Parents and the Community
3. Instructional Planning: Curriculum and Approaches
4. Developing Language Fluency and Perceptual Abilities in Early Childhood
5. Continued Language Development in Social Settings
6. Teaching Word-Attack Skills
7. Developing Comprehension: Analysis of Meaning
8. Developing Comprehension: Synthesis and Generalization
9. Developing Comprehension: Information Acquisition

10. Developing Literary Appreciation: Young Children
11. Developing Literary Appreciation: Latency Years
12. Developing Literary Appreciation: Young Adults
13. Diagnostic Evaluation of Reading Progress
14. School and Classroom Organization for Diagnostic Teaching
15. Adapting Instruction to Varied Linguistic Backgrounds
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16. Treatment of Special Reading Difficulties
17. Initiating Improvements in School Programs

Immediately it must be noted that these program segments are not intended
to be equivalent in length or emphasis. Each will be emphasized differently
according to the specific purposes of any particular program and according to
the stages of advancement of the professional learners.

Likewise, it must be noted that there are reasons why the pattern of content
appears to be somewhat different from that in most earlier programs. There
are three segments on comprehension because these also include some topics
which previously have been considered to be somewhat separate but related
pointswork-study skills, reading in content fields, and adjusting rate to purpose.
And, there are three segments on literary appreciation because in the past
teachers have failed to teach the majority of youngsters to love reading even
when they were fairly accomplished in reading skills.

Modular Organization

The Commission has recommended that each of these components be devel-
oped as a module or a set of modules on instruction. In this program, a module
can be defined as a segment of the total program which itemizes a number of
related learnings and provides a distinct focus for instruction. It specifies the
knowledge and skills competencies which teachers need at different stages of
their development in undergraduate, graduate, and inservice preparation.

This detailed specification of learnings, if fully utilized, will make beginning
teachers far more competent than in the past and will enable reading specialists
to exert leadership in the continuous improvement of reading instruction.

Module Values

When the Commission began its planning, the modular concept was quite
new and gave evidence of great promise for program improvement. During
the two years that were required for the preparation of this model program,
a few colleges and universities moved rapidly in the development of other
modular programs. Because some of them utilized highly systematized or
mechanized strategies for delivering the module activities to the learners, the
specter of dehumanization has risen to embrace all modules in the minds of
many educators.

This outcome is unfortunate because, as explained elsewhere, modular ex-
periences can be delivered by one professor in a lively "course" structure or they
can be delivered by instructional teams in a variety of other ways. Whether they
become dehumanized is not the result of the modular segmentation of the pro-
gram or the stating of objectives in competency terms. Instead, it is the result
of having faculty members who are enamored of management systems and who
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enjoy organization more than human relationships. Suca members would prefer
to plan delivery strategies which minimize their relationships with students.
Surely, the teaching competency requirements of new programs will necessitate
more human interaction in the learning process than was ever the case when a
disinterested professor droned through a conventional methods course using
only a straight lecture procedure! The dehumanization specter thus can be
pressed back into the shadowy alleys of the teacher educator's mind, where
hopefully it will stand a jealous watch and serve to warn those who are tempted
to organize the heart out of the learning process. This potential danger is weighed
in considerably more detail in Chapter Twenty-Three.

Whether the strategy procedure for student and faculty involvement in any
teacher education institution is based on a course format or some other format
of an innovative style, the modules recommended here can be incorporated into
the program. Their utilization will have these values:

1. Assuring the inclusion of all essc.qial elements of an adequate reading
education program.

2. Assuring that regular classroom teachers, as well as specialists, have a
thorough grounding in the teaching of reading.

3. Providing classroom performance competencies in teaching, as well as
knowledge competencies.

4. Providing a variety of ideas for teaching teachers and assessing their mastery
of desired competencies.

5. Providing an approach to greater individualization of preservice and in-
service programs.

6. Providing detailed objectives as visible evidence of the need to increase the
amount of time spent on the reading preparation of most elementary and
secondary teachers.

These factors should lead to a careful rethinking of priorities in university
programs and staffing, as well as to consideration of the need for competent
supervisory personnel to conduct ongoing inservice education in all school
'systems.

Module Format and Utilization

Module Elements

At this point, a brief review of the introductory description of the module is
in order. Each complete resource module consists of five elements:

1. A pre participation assessment planthe procedure for determining the
learner's readiness for or prior knowledge of the competency content of
the module.
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2. A list of the teacher competencies to be attaineda precise, behavioral
statement of the expected outcomes of the module.

3. A list of criterion behaviors corresponding to the competenciesindications
of the minimal performance that assures the attainment of each competency.

4. Suggested learning experiencesa variety of activities which will help the
teacher learner develop the itemized competencies.

5. A continuing assessment planthe procedure for determining when the
criterion behaviors have been carried out satisfactorily.

Resource Modules in Multiple Levels

The seventeen modules included in the model are resource modules which can
be divided into instructional modules for use in programs of undergraduate,
graduate, and inservice education. The skeleton of each module is a list of major
teacher competencies which become the behavioral objectives of the module.

Each resource module provides a developmental sequence of learnings from
the basic competencies of a beginning teacher to some of the most advanced
competencies of a reading specialist. To indicate the general levels of advance-
ment, the component competencies under the major competencies in each
resource module are grouped under three division headingsprofessional entry
level, advanced level, and specialization level.

The professional entry level competencies are those required for adequately
performing the fundamental instructional acts intelligently. They are those
which the teacher must have in order to begin teaching, but some teachers may
move into advanced work before the undergraduate preparation is completed.

The advanced level competencies are those which most teachers will attain as
they continue their graduate and inservice study to become master teachers.
The emphasis is upon a more skillful classroom performance and knowledge of
the research that supports educational decisions and practices.

The specialization level competencies are those that a teacher will attain in
order to do supervisory work, research, and university teaching. The emphasis
at this level is upon leadership and experimentation to reveal new solutions to
instructional problems.

The Instructional Module

An instructional module is any portion of a resource module that is required
to fulfill a desired instructional function in the undergraduate, graduate, or
inservice education program. University faculties must plan sequences of ex-
periences which give every student an opportunity to learn the competencies in
every module which is suited to his type and level of preparation. Likewise,
instructional leaders in schools must help teachers assess their competencies to
determine which portions of each module are needed to improve their capabilities
through inservice programs. Each resource module, thus, may be used flexibly
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in different programs to build several instructional modules that are needed to
foster steady professional growth.

For this purpose, the instructional module is not identical to the minimodule
which has been prepared by some university faculties. The minimodule approach
is one of constructing a separate module for each competency which is developed.
The instructional module recommended here is one which aims to teach a num-
ber of closely related competencies at a given level of advancement.

The Seventeen Resource Modules Described

Reading is one of the four major communication processes, the others being
listening, speaking, and writing. Its development in the normal listening situa-
tion is based heavily on growth in ora language fluency. Therefore, the seventeen
modules include not only the competencies most directly involved in teaching
reading but also the three that are required to understand and foster growth
in some of the closely related communication skills. The sociological and
psychological factors of the home and community setting in which the learner
functions are also considered.

The minimal content of the resource module is briefly outlined here. No
doubt, some faculties and instructional leaders will wish to expand the offerings
of some modules.

MODULE 1 Understanding the English Language as a
Communications System

Reading is a receptive communications process utilizing the medium of written
language symbols. In order to understand fully what he is doing and in order to
explain both the consistent and inconsistent aspects of the system, it is helpful for
the teacher to have an introduction to the nature of communication in general and
to the English language in particular. Therefore, a block of cognitive objectives in the
professional education program should be included to develop the teacher's under-
standing of:

1. Language as a symbol system for transmitting ideas and feelings.
2. English language sound structures (phonology, morphology, intonation,.
3. English sentence patterns and transformations.
4. The historical development of the English language.
5. Language change.
6. Dialect and usage styles.

This knowledge will be useful to the teacher in making decisions about procedures for
teaching word attack skills, comprehension, and oral reading.

Module One should be included at the professional entry level for teachers in
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early childhood, elementary, and middle schools, as well as for secondary reading
and English teachers. Further study at the advanced and specialization levels is
appropriate for teachers doing graduate study in reading and English.

MODULE 2 Interaction with Parents and the Community

Schools are established by society to perform certain functions, and they lose the
support of the society unless they fulfill those functions satisfactorily. On a more im-
mediate level, each teacher must understand the neighborhood if he is to be successful
in helping the families there fulfill their educational needs. A teacher, however, has
a larger responsibility than merely responding to the communityhe should also help
to clarify for parents the values of education and the qualities that produce excellence
in reading education. The professional education program, therefore, must include
experiences to develop understandings and skills in:

I. Becoming familiar with the economics and sociology of any neighborhood.
2. Becoming familiar with the informal language patterns of the people.
3. Involving parents in setting the general goals of language and reading instruction.
4. Obtaining parental assistance in home and community activities that foster pupil

growth in and toward reading.
5. Interpreting the communications development program to the community.

Because each community may be somewhat different from the next, it is essen-
tial that Module Two be given frequent attention in the inservice education
program as well as in undergraduate and graduate programs.

MODULE 3 Instructional Planning: Curriculum and Approaches

This module offers an overview of the total reading program. This overview should
include the general knowledge and performance competencies related to:

1. Understanding reading as a process of perceiving and interpreting written symbols
which communicate meaning through association with prior experiences.

2. Itemizing briefly the basic skills and abilities to be developed in perception, word
recognition, comprehension, rate adaption, study skills in factual material, and
literary appreciation.

The module should also include opportunities to become familiar with the various
instructional materials and with the operational approaches for utilizing the materials.

3. Demonstrating familiarity with basal reader series, "linguistic" reader sets, readers
using special orthography, programmed textbooks, literary readers, skills develop-
ment booklet sets, workbooks, supplementary readers, reference books, and library
books

4. Demonstrating knowledge of three operational approaches for utilizing materials
in teaching a) group instruction in textbooks followed by independent work in
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other materials. ;,) teaching in self-selected books through individual conferences,
and c) utilizat al of varied reading materials in a language experience approach
coordinated with other communication activities.

An instructional module based upon the professional entry portion of the
resource module should be offered to undergraduate teachers at all levels early
in their professional preparation. This scheduling will allow an overview of the
whole reading program and make the other modules more meaningful when
they are studied in detail. The advanced and specialization levels should be
utilized in graduate study and inservize programs to provide refresher experiences
and to introduce new developments.

MODULE 4 Developing Perceptual Skills and Language Fluency
in Early Childhood

Readiness test investigations have shown that visual and auditory perception skills
contribute significantly to success in beginning reading. However, because these traits
account for less than half the variance in most statistical treatments of such data, other
factors also mast be considered in a prereading readiness program Although the addi-
tional factors have not been adequately pinpointed, some studies have indicated that
children who have well-developed general language skills are the ones who are most
successful in reading. In order, therefore, to teach beginning reading effectively the
teacher must attain competencies in the following:

1. Leading young children in attaining a growing store of concepts and vocabulary,
listening to sequences in stories, perceiving and enjoying character traits in stories,
interpreting pictures, "reading" a sequence of pictures, enjoying rhythm and
ideas in poems, articulating speech sounds in poetry and stories, obtaining sensory
images from poems and stonier, obtaining sensory impressions from the environment
and attaching word labels, recognizing letters of the alphabet, recognizing written
names and occasional words, distinguishing among similar sounds and symbols,
contributing to group chart stories, dictating individual stories, writing initials and
occasional words, describing imaginative ideas obtained from environmental im-
pressions, participating in rich unit experiences, and numerous othcr experiences
that enhance language growth.

2. Providing the types of experiences which make a child well adjusted socially in the
school situation.

3. Utilizing informal observational skills and published instruments in assessing the
child's readiness to undertake formal reading tasks.

Module Four should receive a particularly strong emphasis in programs for
early childhood teachers and a heavy emphasis in elementary teacher programs.
Part of the module might be omitted from the preparation of the secondary
teacher at the professional entry level but would be included for all persons
specializing in reading and English at any graduate level. Extensive programs
of inservice education should be based upon this module in communities where
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many of the children enter school with limited language and experience back-
grounds.

MODULE 5 Continued Language Development in Social Settings

As the child grows beyond the initial readiness stages, the teacher must be able to
stimulate growth in all listening and speaking abilities, as well as in certain of the
writing abilities, because they serve as a foundation for further reading growth. Because
the child cannot read intelligently if the content or the language is beyond his range
of experience, the teacher must also know how to extend and enrich this range, espe-
cially in social settings where experiences can develop creatively and somewhat spon-
taneously.

Through this module the teacher will attain competencies in the following phases
of teaching:

1. Providing rich experiences to develop advancing concepts and precision in use
of vocabulary.

2. Fostering active participation in a variety of social experiences.
3. Planning communications units which include stimulating, meaningful experiences

in listening, speaking, reading, and creative writing.
4. Developing listening skillsfriendly social listening; purposeful listening to factual

and cultural content; and thoughtful, evaluative listening to distinguish fact from
fiction, to distinguish fact from opinion, to determine pertinence of material, to
determine completeness of material, to detect use of various types of propaganda
techniques, and to become able to use the differential between speaking time and
thinking time to summarize and evaluate content.

5. Developing speech skillsclarity in articulation, use of expressive intonation pat-
terns in speaking, recognition- of dialect and various usage styles, and poise in
speaking situations.

6. Fostering understanding and enjoyment of dramaticscreae dramatics, pup-
petry, and play making.

7. Developing ability in group interactionentering, contributing to, and changing
a conversation; and contributing to guiding, and evaluating problem solving dis-
cussion.

8. inspiring growth in creative writingselecting interesting topics, utilizing figura-
tive speech and other creative forms, producing suspense or surprise, and creating
an appropriate mood.

9. Fostering ability to organize thinking in both creative and factual writingse-
quencing ideas, developing paragraphs, and reaching satisfying conclusions.

10. Stimulating growth in ability to evaluate television programs in respect to theme,
organization, originality, characterization, and interest qualities.

11. Developing the habit of drawing upon past experience to add meaning to new
situations in reading.

The professional entry materials of Module Five should be included in the
undergraduate programs of all teachers, except perhaps those who are preparing
for the secondary content subjects other than English. The advanced and
specialization points should, likewise, be included in elementary and secondary
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graduate programs, and at all levels the concepts have great potential for inservice
education. This factor is true because too many teachers fail to recognize the
importance of developing solid language foundations for reading.

MODULE 6 Teaching Word-Attack Skills

The critics of reading instruction and the authorities agree upon at least one point
that teachers must attain fully the competencies required for teaching children to analyze
and recognize printed words and phrases hat are new to them.

Through participation in the learning experiences of the module on word-attack skills,
teachers should:

I. Become competent in helping children utilize the clues of configuration, consistent
graphonemes, morphology, syllabication, phonic sounds, and context.

2. Become familiar with variations in techniques for teaching word recognition, in-
cluding whole word, analytic, synthetic, and combination methods.

The word recognition techniques are taught only as tools to aid children in attacking
unfamiliar words, however. Fluent reading can never occur until the youngster recognizes
most whole words and phrases in his materials automatically and instantaneously. There-
fore, the teacher must:

3. Become competent in planning and using a number of activities for helping children
recall and respond to words quickly at sight.

These activities frequently should be of individual and pupil-team types which children
can pursue somewhat independently while the teacher works with instructional groups.

The professional entry level competencies of Module Six should be introduced
in undergraduate programs for all teachersearly childhood, elementary, middle
school, secondary reading and English, and secondary teachers in content fields.
Refinements and research should be studied by early childhood, elementary,
middle school, and secondary reading and English teachers at the graduate levels.
And, of course, the independent activities portion of the module usually is badly
needed for inservice education programs.

MODULE 7 Developing Comprehension: Analysis of Meaning

Most authorities in the field agree that functional reading requires comprehension,
the decoding of meanings from written symbols, rather than merely translating written
symbols into oral symbols or words. Although it is difficult to obtain agreement on a
precise definition, the complexity of comprehension can be explained to some extent by
itemizing the many reading situations and reading tasks through which it is developed.
To help teachers attain a rather complete understanding of the comprehension and
study tasks along with competence in guiding children toward their mastery when reading
in all fields of study, three modules are offered in the teacher education program.

This first module focuses upon the different types of basic understanding that are
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necessary for comprehension in recreational and academic content reading from a single
source. Through work in this module the teacher should attain

1. An understanding of the comprehension construct.
2. Competence in teaching meaning signals given by language structure patterns:

sentence structures, punctuation clues, paragraph structures, and styles of discourse
(narrative, descriptive, expository, argumentative).

3. Competence in teaching the tasks of literal comprehension: understanding word
meanings, perceiving main ideas, perceiving supporting details, perceiving sequences,
and perceiving and following directions.

4. Competence in teaching the tasks of interpretive comprehension: detecting infer-
ences, noting cause and effect relationships, noting comparisons and contrasts, formu-
lating opinions and conclusions, anticipating next steps or outcomes, and other re-
lated tasks.

This module on the fundamental nature of comprehension should be a part
of the reading education of all teachers at all stages of their development. It is
particularly important that it not be omitted from the content field education of
secondary teachers who seldom have an adequate understanding of their respon-
sibility to teach young people how to read the materials used for instruction.

MODULE 8 Developing Comprehension: Synthesis and Generalization

This module places an emphasis upon three major sets of comprehension tasks:
a) critical or evaluative reading, b) combining information from several sources in a
meaningful manner, and c) forming generalizations on information available within
certain fields of content. In a sense, the module might also be considered to include crea-
tive reading. However, as the term often is used and misused, "creative" reading is the
utilization of a number of skills which are classified under interpretive comprehension,
evaluative reading, and literary appreciation.

Through this module the instructor should attain competence in teaching children:

I.

2.
3.

4.

5.

To evaluate carefully the content of their reading to determine whether it is
factual or creative, factual or personal opinion, pertinent to the topic at hand, com-
plete, representative of different points of view, and accurate.
To determine the type of logic a writer is using to convince the reader.
To evaluate carefully the content of material in textbooks, references, and periodi-
cals by identifying any of several common propaganda techniques.
To combine information read from a number of sources by developing
grative outline as a framework for speaking or writing.
To form generalizations from information read and synthesized
field of content study.

within

an inte-

a specific

The professional entry level experiences in Module Eight might be used only
briefly in undergraduate programs for early childhood teachers, but the ex-
periences should have heavy emphasis in the programs for all other teachers.
Of course, all teachers at advanced and specialization levels also can profit from
studying related research or designing their own innovations for teaching in this
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area. Segments of the module are especially suitable for inservice programs for
intermediate, elementary, and secondary teachers who may be puzzled by the
problems their students appear to have in performing various tasks.

MODULE 9 Developing Comprehension: Information Acquisition

The third module on comprehension helps the teacher prepare to instruct young
people of all ages in how to locate information, how to study it systematically, and how
to retain it for current or future use.

More specifically, the insructor should attain competence in teaching youngsters:
1. To set purposes for reading.
2. To locate information in a book by using the table of contents, index, and section

headings.
3. To locate materials on various subjects in a library.
4. To prepare and use bibliographies.
5. To use various types of reference materials (dictionary, encyclopedia, atlas, almanac,

Reader's Guide, etc.).
6. To read and utilize the aids to comprehension (maps, graphs, tables, diagrams,

footnotes, appendixes, glossaries, and typographic clues).
7. To vary the rate of reading according to the task and the type of materials from

slow, careful reading to skimming and scanning.
8. To utilize productive techniques for identifying and retaining significant informa-

tion (underlining, note taking, outlining, previewing, summarizing, self-recitation,
reviewing).

Module Nine may be omitted entirely from the undergraduate programs of
early childhood teachers, but, again, it should have extremely heavy emphasis in
programs at all other levels and at all stages of teacher development. Strong
inservice programs based upon this module are needed for intermediate ele-
mentary, middle school, and secondary teachers in all fields. The competencies
related to the teaching of rate differentiation, which were often listed separately
in older programs, must not be slighted because of being included here.

MODULE 10 Developing Literary Appreciation: Young Children

Schools have been much more successful in teaching children how to read than in
inspiring them to want to read. While approximately 87 percent of the population in
the U.S. may be functionally literate when completing programs of formal education,
the proportion who become avid readers is far smaller. If this situation is to be improved,
a much greater emphasis must be placed upon developing literary appreciation in the
future than has been the case in the past.

The teacher who works with young children should become competent in:

I. Selecting literary materials which will be understood and enjoyed by young people.
2. Leading the youngsters to enjoy and react with emotion to a) characterization, plot
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sequence, and climax in stories; b) rhythm, euphonious sounds, mood, and sensory
imagery in poems; and c) personal identification opportunities in dramatic play.

3. Participating tgappily in character reproduction through puppetry and other forms
of dramatics.

Module Ten should be extensively developed for early childhood and ele-
mentary teachers at the undergraduate level but might be omitted from the
programs of secondary teachers. At the graduate level, it should receive continued
major attention for early childhood and elementary teachers as well as for
secondary teachers of reading and English who are progressing toward leadership
roles in supervision and curriculum development.

MODULE 11 Developing Literary Appreciation: Latency Years

The years of latency in physical growth are the years of dramatic growth in the
volume of literary reading and the attainment of literary taste. The teacher, therefore,
who works with elementary and middle school youngsters must be competent in helping
children in:

I. Selecting books at appropriate levels of difficulty and on themes which coincide
with individual interest, while fostering the broadening of interests.

2. Contrasting and discovering the differences between literature that is well conceived
and well written and literature which is trite.

3. Discovering and reacting to pleasing qualities in literature, such as a) interesting
beginnings, plot sequence, climax, characterization, figurative expressions, unique
ideas and approaches, conversation, and moods in stories; b) the theme or purpose,
musical qualities, sensory imagery, uniqueness, mood, and honesty in poems; c) the
setting, conflict, characterization, and sequence of events in drama; and d) common
literary devices such as foreshadowing and flashback.

4. Participating actively and showing emotional responses in oral reading, choral
reading, recreational reading, creative dramatics, puppetry, and play making.

Such enjoyment does not result from memorizing the names of authors and their
publications. Instead, it comes from happy involvement in guided and independent
recreational reading which is shared quite spontaneously with others without such
forced, fear-producing practices as preparing formal book reports. Therefore, the
teacher also must develop the competencies necessary for leading the children in:

5. Sharing enjoyable books.
6. Recognizing some of the most common forms of prose, such as, fables, proverbs,

myths, legends, folk tales, fairy tales, realistic fiction, biography, and autobiography.

Because too many teachers have focused upon teaching reading skilL without
making reading a joyful experience, Module Eleven must be developed much
more strongly in the undergraduate and graduate study programs of elementary
and middle school teachers than it has been in the past. Teachers of early child-
hood need an introduction to the module because it is pertinent to instruction
for their more advanced children. Secondary teachers of reading and English
likewise need to be familiar with the content of the module because it is op-
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propriate for many of their students who are maturing relatively slowly. Inservice
education programs may utilize the module to fill in gaps in the preservice
preparation of teachers as well as to acquaint them with recently published
literature for children.

MODULE 12 Developing Literary Appreciation: Young Adults

This module, to be studied by teachers of young adults in the secondary schools, should
be taught in such a way that instruction in literature has the primary purpose of leading
young people to enjoy reading extensively. The "literary criticism" approach to teaching
usually has resulted in more young people being alienated from good books than being
drawn toward them. The qualities of fine literature still should be taught, but they should
be discovered to explain why young people enjoy various selections rather than being
studied as ends in themselves.

First, the teacher will learn to help children use more advanced materials to reinforce
their earlier enjoyment of literary forms and qualities mentioned in Module Elevo.m.
Then he should learn how to continue developing appreciation of more sophisticated
literary qualities. Therefore, the teacher should attain competencies related to:

1.

2.

3.

4.

5.

6.

7.

Teaching the literary concepts of Module Eleven in materials at the young adult
level.
Leading young people in the study of fiction to enjoy a) visualizing the setting of the
story, b) recognizing the central theme of the story, c) inferring the time placement,
d) inferring character traits from action and speech, e) observing character change
resulting from events, f) perceiving conflict, symbolism, and varied language usage
styles, and g) predicting conflict resolution from psychological and physical circum-
stances.
Helping young adults in the study of biography to enjoy a) distinguishing patterns
of organization, b) noting change or consistency in character growth, c) recognizing
transitions between main ideas, d) determining authenticity of materials, and e)
detecting the author's attitudes, prejudices, and assumptions.
Guiding young people to read other nonfiction materials and helping them to
a) distinguish patterns of organization, b) determine the author's purpose, c) follow
the transitions from one idea to the next, and d) detect implicit assumptions, un-
proved assumptions, and author bias.
Fostering enjoyment in the study of poetry through a) identifying the theme,
b) observing the universality of themes for different times and peopics, c) becoming
familiar with contributions from various national and cultural groups, d) observing
differences in patterns of rhyme and rhythm, and e) noting varied types of narrative
and lyric forms.
Leading young adults in the study of drama to enjoy a) identifying basic dramatic
elements (conflict, protagonist, antagonist, climax, denouement); b) inferring
characters and expression from dialogue; and c) recreating stage settings from direc-
dons and dialogue.
Fostering recognition of prose forms studied earlier, plus recognition of two addi-
tional formsthe novel and the parable.

Regardless of whether reading is taught as a part of the English program or as
a separate subject in the secondary schools, the development of literary enjoyment
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is the responsibility of all those who teach reading and English. Therefore. the
competencies at the professional entry and advanced levels of Module Twelve
are essential in the undergraduate and graduate education of secondary _teachers.
Specialists who are going to be working with teachers in secondary schools will,
of course, need the competencies at the specialization level also. Because so much
literature is taught in a manner that makes young adults despise it, the content
of this module should be useful for inservice programs that are planned to
reverse the process.

MODULE 13 Diagnostic Evaluation of Reading Progress

Because all teachers in good schools of the future must become competent in diagnostic
assessment in the classroom and because general measurement is only the first step in a
sequence of diagnostic steps, the whole assessment sequence is treated in one module in-
stead of being divided according to tradition under the separate headings of "measure-
ment" and "diagnosis."

Early in this module the teacher should learn or review several essential concepts:

I. The conventional graded approach to teaching has resulted in mediocre progress
or worse for many youngsters because it is based upon the erroneous assumption
that most children are ready for a particular phase of instruction when they all
happen to be of a given chronological age.

2. To achieve significantly improved progress in reading, challenging the gifted and
overcoming the problems of others, the schools must recognize the extent of human
differences and replace the graded approach with some appropriate style of per-
sonalized diagnostic teaching.

3. Personalized diagnostic teaching is highly differentiated instruction based upon
careful assessments of indi, backgrounds, personal adjustments, aptitudes, and
achievements. (In personalize diagnostic teaching the curriculum becomes a guide
for choosing and sequencing learnings rather than a statement of inflexible annual
standards.)

4. Personalized diagnostic teaching requires continuous group and individual assess-
ment in order to determine each child's level and pattern of progress and to guide
planning for continued instruction (contrary to the conventional year-end achieve-
ment testing clone primarily for purposes of determining and recording levels of
progress).

5. "General measurement" and "diagnosis" are not separate processes; instead, they
merely signify different stages in the assessment process, which is not complete until
it provides both general and precisely detailed information about the child's
growth.

6. Because diagnostic assessment must be practiced with all children, every classroom
teacher of reading must have a good know: dge of several diagnostic tools and
techniques to be applied in diagnosing growth in each of the seven phases of reading
development.

7. The reading specialist should have competencies in using and interpreting addi-
tional tools that are required for exceptionally disabled children whose problems
baffle the excellent classroom teacher.

In order to carry out the measurement and evaluation steps in diagnostic teaching
every instructor must learn:
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1. To determine the general level appropriate for group or individual reading
instruction.

2. To estimate the optimal level of achievement for each child.
3. To assess reading achievement periodically in order to determine each child's gen.

eral status and to compare this with his optimal achievement level.
4. To locate the child's general strengths and weaknesses.
5. To analyze in great detail the child's difficulties in any of the major areasconcept

development, word-attack skills, comprehension, rate adjustment, study skills, work
habits, and literary appreciationin which his achievement is significantly below
expectation.

6. To interpret reading errors and miscues on the basis of psycholinguistic knowledge
when prescribing further instruction.

7. To determine optimal modes of percew_ual learning for children experiencing per-
sistent problems.

8. To isolate subtle learning disabilities that dictate special adjustments in the child's
method and materials of learning.

In order to upgrade their competence to a real professional level every teacher
in early childhood, elementary, middle school, and secondary reading and
English should attain the proficiencies outlined at the professional entry level.
Those individuals moving toward the qualifications of master teacher or reading
specialist need much more work at the advanced and specialized levels. In every
school system there can be found a great many teachers whose students would
profit tremendously if inservice education programs were initiated to develop
competencies from one or more of the module levels.

At the undergraduate level this module necessarily must be sequenced at a
point in the program after students have been introduced to all of the reading
skills. At the graduate levels it might be placed early in the program to establish
a diagnostic teaching philosophy for those who previously have not understood
the necessity of diagnosis in daily teaching.

MODULE 14 School and Classroom Organization for Diagnostic Teaching

The type of personalized diagnostic teaching that is recommended for the future re-
quires that schools and classrooms be organized in a style that permits teachers to work
with individuals and small groups during most of the day in order to tailor their teaching
to the different patterns of growth. Consequently, this module should provide the teacher
with:

L Knowledge of the extent of human variability.
2. Knowledge of criteria for judging organizational patterns.
3. Knowledge of the general characteristics of major organizational systems.
4. Familiarity with the research on effectiveness of different school and classroom

organization patterns.
5. Competence in using multiple organization patterns flexibly to provide the maxi-

mum amount of personalized teaching in the amount of time available.
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The professional entry competencies of this module should be attained by all
teachers at all levels. Teachers who are progressing into consulting and cur-
riculum leadership positions will need the advanced and specialization com-
petencies. The module can be used profitably for inservice education in all
schools where teachers still cling to conventional whole-class or inflexible three-
group patterns of organization.

MODULE 15 Adapting Instruction to Varied Linguistic Backgrounds

Most large and many small countries contain regions or communities in which the
experience backgrounds and the language patterns of the children are somewhat different
from those of the majority for whom most reading instruction sequences are designed (4).
The personalized diagnostic teaching philosophy requires that special provisions be made
to insure the success of these children in learning to react.

The teacher who will work with linguistically different students must learn how:

1. To express a positive view of the child's capability in learning.
2. To become intimately familiar with each child's pattern of home and community

life (expanding upon Module 2).
3. To become intimately familiar with each child's pattern of reading achievement

(utilizing competencies from Module Thirteen).
4. To convince the child and the parents of his honest concern.
5. To provide an unusually rich program of development in functional language

(expanding upon Modules Four and Five).
6. To introduce reading through experiences and oral language forms that are per-

sonal.
7. To provide reading materials about characters with whom the child can identify.
8. To differentiate between oral reading errors and particular speech patterns re-

lated to different linguistic backgrounds.
9. To enhance the child's self-concept through learning experiences which guarantee

success and familiarize him with successes of leaders from his ethnic or regional
background.

10. To provide highly individualized, personalized instruction (as recommended in
Modules Thirteen and Fourteen).

11. To adopt procedures that quickly reinforce correct responses.
12. To provide a productive balance of structure and informality in the program.

Module Fifteen provides appropriate learning for teachers at all levels who
are planning to teach in the inner-city black neighborhoods, in Appalachia, in
American Indian communities, in Mexican-American communities, and in all
regions in the U.S. and in other countries where any proportion of their students
have linguistic backgrounds which are different from the usual middle class
citizen. Many teachers currently serving in such communities are unprepared to
cope with the language and cultural differences of the people and should become
involved in programs of inservice education built upon the module.
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MODULE 16 Treatment of Special Reading Difficulties

Every teacher in a modern school must know how to make some program adjust-
ments to relieve individual difficulties. But, even when every teacher is prepared to
do personalized diagnostic teaching, there will be a few children in every school whose
problems in learning to read are so extreme or so unusual that the teacher in the regular
classroom will not have the time to diagnose or treat them. Consequently, there still will
be a need for the person who has special expertise in diagnosing and treating unusual
difficulties. Many of these instructors will be in regular classrooms most or part of the
time while being released during certain periods or on a rotating arrangement to assist
other teachers with such cases. Others will be assigned regularly as special auxiliary
faculty members.

By participation in the activities of this module, the teacher will attain competencies
that indicate:

1. An understanding of the nature and cause of reading disabilities in normal
youngsters.

2. An understanding of the causes of reading disabilities in children having special
types of handicapslow academic aptitude, emotional or social adjustment prob-
lems, and subtle learning disabilities.

3. Skill in utilizing survey-test results in the ongoing assessment process to detect im-
balance in individual reading growth and skill in interpreting analytic diagnostic
tests and observations.

4. Skill in selecting and involving the child in high-interest materials that will
stimulate his lagging interests.

5. Skill in selecting or preparing a variety of materials that are appropriate for use
in correcting different types of reading difficulties at various age levels.

6. Skill in utilizing a variety of methods and techniques in classroom and clinic with
children at the early stages of reading who are having difficulties with concept
attainment, word attack, and literal comprehension.

7. Skill in utilizing a variety of methods and techniques in classroom and clinic
with young people at the more advanced stages of reading who are having dif-
ficulties in interpretive and evaluative comprehension in content fields, adjustment
of reading rate, study skills, and obtaining pleasure from reading fiction and
poetry.

8. Skill in making adjustments in classroom reading programs for children having
unusual modality preferences in perceptual learning, low mental ability, social or
emotional adjustment problems, or subtle learning disabilities.

9. Skill in detecting and correcting problems of language deprivation in young
children.

10. Habit of involving parents in cooperative efforts w help individuals.
11. Capability in contributing to the development of the special reading room, the

clinic, or other facilities to aid children having severe reading problems.

The professional entry level competencies for Module Sixteen are needed for
all teachers of early childhood, elementary, middle school, and secondary reading
and English classes so that they can carry out the first level of corrective instruc-
tion as a part of the diagnostic teaching procedure in the classroom. Teachers
of secondary content -ids should also be introduced to those portions of the
module that will be us.. 11 in helping children overcome difficulties in reading
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assigned materials. Teachers doing graduate work at the advanced and specializa-
don levels need a heavy concentration of work in the module to prepare them
for masterly work in the classroom, in the clinic, and in giving supervisory
assistance to other teachers.

Because most supervisory surveys show that the major concern of classroom
teachers is how to give individual assistance to children having special problems,
this module should be invaluable in the planning of inservice education programs.

MODULE 17 Initiating Improvements in School Programs

All faculty members should be prepared to participate in efforts to improve instruction
because no system has ever reached perfection and every professional person has the
responsibility to take action toward the improvement of the performance of his team.
Those teachers at the professional entry level necessarily must be most concerned, how-
ever, with the adequacy of their own performances. The heaviest responsibility for
initiating improvements in overall school programs, therefore, must fall upon the
teachers at the advanced and specialization levels.

In this module the teacher and instructional leader should attain a host of special
competencies which will prepare them to exhibit the following behaviors:

1. Regularly utilizes a variety cc professional resources in seeking solutions to in-
structional problems in reading and the related language arts.

2. Understands supervision as a process of exerting leadership to help faculties in-
crease the school's effectiveness in teaching reading an'. the related language arts
and participates cooperatively in the process.

3. Knows and utilizes principles of adult psychology in analyzing problems of re-
sistance to instructional change and in leading faculty members around emotional
blocks to group progress.

4. Understands the leadership process and performs a variety of leadership roles
effectively.

5. Exerts leadership constructively in specifying the objectives of diagnostic teaching
of reading and the related language arts and in evaluating the effectiveness of
the 'astructional program.

6. Exerts leadership in group supervisionthe planning and initiation of inservice
education programs and activities for faculties.

7. Exerts leadership in individual supervisionhelping teachers increase their effec-
tiveness in diagnostic teaching.

8. Exerts leadership in the selection of improved instructional materials and resources
for diagnostic teaching in reading and the related language arts.

9. Demonstrates skill in the planning and preparation of concise, useful new tech-
nical materials of instruction, such as bulletins, curriculum guides, journal articles,
project analyses, and information releases.

10. Contributes constructively to the formulation of school-wide decisions concernirg
innovative recommendations and recurring problems related to diagnostic teaching
(such as improving facilities, improving faculty relationships, improving school
and classroom organization patterns, changing procedures for admission of be-
ginners, adapting programs for children from atypical backgrounds, utilizing
paraprofessionals and other differentiated staffing resources, and employing systems
analysis in curriculum planning).
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H. Contributes to the professionalization of faculty attitudes, competencies, standards,
and evaluation.

12. Exerts leadership cowards the improvement of diagnostic teaching practices
through informal experimentation and formal research.

Some portions of this module are important to teachers at the professional
entry level so that they may learn the opportunities for professional growth in
the teaching situation. All portions of the module are especially important to
teachers and supervisory personnel at the advanced and specialization levels
because if any significant progress in literacy is to be made, these individuals
must assume major responsibilities for small and large group leadership in
helping their schools progress toward a superior standard of reading instruction
for all students.

Building Instructional Programs from Modules

Optional Sequencing

The sequencing of modules in the programs of any institution is entirely
optional. In a few instances, of course, it is obvious that the knowledge and
teaching competencies from one module are requisite to the learnings to be
developed in another. Otherwise, each faculty should sequence the modules in
the manner most suitable for the convenience of their groups and in the way
most meaningful to the students. Probably the sequencing for undergraduate
students will be quite different from that for graduate students because different
experience backgrounds require different emphases in programs.

Optional Progress Rates

While the commission members estimated that the professional entry level
competencies Were necessary in outstanding beginning teachers, some institu-
tions may decide to ask their graduates to go even further into the advanced
level competencies. Likewise, some graduate students will find it necessary to
attain certain entry level competencies which were omitted from their under-
graduate study. Each faculty will make its own determination of the competency
progress levels to be expected of master and doctoral students. In the best
situations, the rate of progress in attaining competencies at the three levels of
advancement may be individualized so that teachers at any degree level may
work at their own ability levels.

Optional Instructional Styles

As stated earlier, the first purpose for module description and development
is to specify more clearly than in the past the precise capabilities in reading in-
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struction that teachers should have. Thus, this modular plan functions primar-
ily to outline the knowledge and competency content of reading programs, but
not to suggest the strategies by which the programs should be delivered to the
teacher-learners.

This point must be made clear because module development in some situa-
tions has focused more upon the delivery system than upon content, and the
difficulties and dislikes related to delivery systems in other modular plans should
not be attributed automatically to this modular model. In other words, it is not
necessary to use any particular programed, videotaped, or other mechanical
style in delivering the knowledge and competencies of the modules. While mod-
ern technologies certainly may be utilized, it is also possible to involve students
in text and reference reading, in small and large group discussions, in lectures,
and in whatever other instructional media and styles each professor finds to be
mcst productive. Actually, the commission members recommend that a variety
of delivery strategies be employed rather than limiting the teaching to only one
medium or style.

It has oho been previously stated that the modules of knowledge and compe-
tency content may be "packaged" in any style suitable for the institutiondis-
crete courses, open-ended courses, continuous sequences, and other innovative
plans. This matter is explained in Chapter Six.

Module Content Recommended as Minimal

Each educational institution is somewhat unique in respect to its major goals,
its financial and space resources, its faculty size and competence, and its stu-
dents' backgrounds. Therefore, no single model for teacher education would be
exactly suited to the needs of a number of institutions. The modular model
offered here has the special value of being highly flexible in its use, as explained
previously.

Flexibility, however, must not be interpreted to mean the omission of essen-
tial elements from the program in teacher education for reading. While the
strategies for teaching the modular content and the sequences in which the
modules are introduced may be highly variable, the adequate reading prepara-
tion of teachers requires that all modules be utilized in preparing teachers at
various levels.

Preparation of Modules

This model provides a description of the essential modules to he included in
programs of professional reading education, but it is intended that each insti-
tution will develop the details of its own modules. Therefore, suggestions on
module preparation are offered, and a number of sample modules are provided
both for possible utilization and fir criticism. The following description of
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module planning is included both to explain how the sample modules were
prepared and to guide others in module preparation.

Preparticipation Assessment

The preparticipation assessment at the beginning of each module has two
functions: 1) to determine whether the teacher-learner has the prerequisite
knowledge and teaching competencies from prior studies and experience to pre-
pare him to progress into the next instructional stage of the module and 2) to
determine whether the teacher-learner already has mastered some of the knowl-
edge and teaching competencies at the level to be introduced so that he can be
permitted to omit further learning experiences related to those mastered com-
petencies.

While oral and written tests have been used effectively in the past to measure
knowledge competencies, it is necessary to go beyond tests to assess teaching per-
formance competencies. Because both the knowledge and the performance capa-
bilities should In assessed, it is recommended that in introducing each module
at the preparticipation stage the instructor or inservice education leader should
use two or more of the following techniques for obtaining assessment data:

I. Written tests
2. Oral tests
3. Individual or small group conferences on details of teaching practices
4. Observation of classroom performance
5. Videotapes of classroom performance
6. Self-assessment checklist of competencies (especially for inservice educa-

tion)
7. Simulated teaching with peers as observed by instructor or peer evaluators
8. Written descriptions of teaching behaviors
9. Annotated bibliographies prepared on an instructional topic

10. A unit or lesson plan prepared for a specific purpose
11. Instructional materials prepared for use with specific lessons
12- An instructional bulletin or curriculum-guide section prepared by the

teacher-learner
13. Presentation of data on student progress
14. Presentation of data on improved parent attitudes.

Teacher Competencies

Teacher competencies are the intelligent behaviors that teachers are prepared
to initiate as a result of their general and professional education. The behaviors
reveal knowledge, values, and skills in performance. Because all teacher-educa-
tion experiences are directed toward the development of teaching competencies,
they are the final objectives, or outcomes, of teacher education. Likewise, they
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comprise the most important element in each module, indicating precisely what
the module will accomplish.

The writing of teacher . ompetencies and other educational objectives is espe-
cially difficult at this time because authorities currently hold such strongly di-
vergent opinions on the matter. The Commission, however, decided that
it is appropriate to list teacher competencies when certain criteria are followed
and when it is understood that the itemized competencies are minimal objec-
tives that in no way limit the addition of others desired by the educators con-
cerned.

The criteria recommended for stating competencies 1.)r teachers of reading
and the related language arts follow:

1. Competency statements should reflect a recognition of the basic interrela-
tionships among the language arts.

Oral language skills are the foundation of reading skills, and an understand-
ing of the structure and of the mechanics of written language is also required
for fluent reading. Therefore, no teacher can be a fully effective reading instruc-
tor without having the competencies needed for teaching or for cooperating
with others in teaching the child the related language understandings, attitudes,
and skills.

2. Competency statements should be worded in a simple, straightforward
manner so that they can be easily understood and utilized by the learner
and the instructor.

Competencies and other objectives which appear to have been written to im-
lir= the :elder -.7ith.tlie writer's erilditon or his skill in using a thesaurus usu-
ally have had no appreciable effect upon educational practice.

3. Competency statements should be specific and detailed enough to provide
clear guidance for students and instructors but also brief enough so that
they can be assimilated and used.

In the past some statements have been so broad as to be merely general plati-
tudes. Others have been so detailed, repetitive, and voluminous that they have
overwhelmed the student and the instructor with verbiage, thereby providing
no help in planning teacher-education experiences which can be completed
within reasonable time limits.

4. Competency statements should specify or clearly imply desired teaching-
learning acts or behaviors.

There has been a great deal of disagreement concerning the adequacy of goals
stated as behavioral outcomes. The humanist suspects the behavioral psycholo-
gist of attempting to mold children's minds in a predetermined brave-new-world
style that would minimize individuality. The behaviorist responds to this criti-
cism by showing that some humanist teachers set goals that are too vague to be
helpful.
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Educators have been critical, also, when behaviorists have declared that no
educational objective should be stated if the instructional outcome cannot be
measured. Because this charge too often is interpreted as meaning "if the in-
structional outcome cannot be measured easily by traditional instruments," it
would mean the elimination of all objectives leading to the development of at-
titudes, appreciations, and values. Obviously, these are among the most impor-
tant objectives of instruction in literature, as well as in civilized human relations;
and their elimination is unthinkable to any but the simple-minded. Instead, we
must specify the objectives that we deem important and then seek new ways of
observing and measuring behaviors that indicate progress toward their achieve.
ment.

5. In relation to each general competency there may be specific statements
that imply several kinds of behaviors:

A. Valuingdisplaying positive attitudes toward the children, the pro-
fession, and the communication arts.

B. Understandingknowing the concepts and principles to be taught.
C. Applyingusing knowledge of how to teach while working with learn-

ers.
D. Analyzing-Changingevaluating professional processes and devising

new and better teaching techniques.

Some writers recommned the use of complex taxonomies in planning com-
petency objectives. The commission members examined competency lists based
on such taxonomies and concluded that while published taxonomies are ex-
tremely helpful in stimulating thinking about educational objectivesif they
are followed "slaYislilythe As. Act! .*.epetitious, In actual -practice
the observation of one behavior can imply the fulfillment of more than one
closely related goal, making it unnecessary to itemize every degree of develop-
ment. This simpler four-phase classification of competencies, therefore, was de-
vised to be utilized as a guide rather than as headings for a rigid matrix chart.

6. Competencies should be stated at the entry level, the advanced level, and
the specialization level, when appropriate, to indicate growth in capabil-
ity.

It is impossible for a beginning teacher to have mastered all of the skills in
reading instruction. Therefore, competency statements should indicate which
capabilities are essential at the beginning of teaching and which are to be de-
veloped through additional study and inservice work.

7. Competency statements may be grouped in such a way that they are an
aid to teacher education in planning blocks or modules of experiences
which can be built into teacher-education programs and inservice programs.

The preparation of an excellent teacher of reading is a long process. The pro-
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gram of preparation may be divided, consequently, into meaningful segments or
modules.

Criterion Behaviors

The criterion behaviors are the sample behaviors that serve as evidence that
a competency has been attained. They are the immediate end products of early
or recent learning which will be assessed by the instructor or supervisory worker
in determining whether the teacher-learner has attained the competencies that
were itemized as objectives of the learning experience.

If, for example, the stated competency was, "Uses a published instrument to
determine the child's appropriate instructional level in reading," a criterion
might be, "Determines instructional levels of three children with Spache Diag-
nostic Scales."

Several suggestions on the statement of criterion behaviors follow:

I. More than one form of criterion behavior should be specified for each
competency when possible.

An error frequently made in connection with the preparation of behavioral
outcomes has been that of stating only one behavior as the criterion for the
attainment of each understanding, skill, or attitude. For example, in the prep-
aration of teachers of reading one might state a competency such as this: "Adapts
reading instruction suitably for children having subtle learning disabilities,"
followed by the criterion behavior, "Provides two children with Frostig exer-
cises." Then, if the standard were applied consistently, the behavior of a student
teacher would be assessed negatively if she were following a fine cooperating
teacher's eAainple by u,itig the Fo:-nald tachniquc and other procedures that
have been proven productive. In this case, the learner would not be given credit
for achieving the outcome because the criterion behavior was too limited to
allow other valid, perhaps superior, performances. Therefore, it is essential that
optior-I behaviors be suggested as evidence of learning when possible.

2. The preparticipation and postparticipation assessment techniques should
be considered carefully in stating criterion behaviors for competencies.

Teacher-education plans must be based upon the realities of the availability of
qualified instructional and supervisory personnel. These may be university profes-
sors, cooperating teachers, graduate assistants, and public school coordinators
and consultants. Usually the number of available qualified people will be min-
imal. The person using the module should consider, therefore, which types of
assessment procedures can be utilizedtests, observations of teaching, reports
of teaching, etc.and specify those which are feasible. Obviously, observations
of teaching behavior are the best method for assessing some types of compe-
tencies, but there must be adequate time for university professors to be in the
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field for this purpose, or the learners must be working with cooperating teachers
ur supervisory personnel who can evaluate performance.

3. The level of performance required necessarily must be determined by the
instructor or the educational department that is conducting the program.

Although the sample modules sometimes may specify the level of performance
for a criterion behavior, such as "85 percent accuracy on a written test," or
"completes subtle learning disability checklists on three pupils," these levels of
performance must be considered only as suggestions. Tests differ in difficulty,
teaching situations differ in numerous ways, and programs differ in their em-
phases. The appropriate performance levels for each criterion behavior, there-
fore, can be determined only by the instructional staff involved.

Learning Experiences

With each module it is appropriate to list several types of learning experi
ences that would be suitable for attainmelit of the competencies that are recom-
mended. A few suggestions concerning the selection of learning experiences are
offered:

1. In order to assure actual competence in teaching behaviors, the learning
experiences should involve the future teacher in working with children as
early and as frequently as possible.

While knowledge is essential to competence in teaching, knowledge without
skill in communicating with children and in managing instructional situations
is useless. The profession must mature beyond the arguments on knowledge
versus teaching skill and demand knowledge plus teaching skill. The earlier
the potential teacher becomes involved in working with children the better is
his opportunity to grow in competence or to make a decision about choosing
a different professional goal.

2. In inservice education or in part-time graduate study programs, the learn-
ing experiences should require the teacher to make some immediate im-
provements in his classroom procedures.

Too frequently, experienced teachers have earned master's degrees without
making any changes in their teaching practices. The inclusion of performance
improvement requirements will guarantee that this stagnation does not happen.

3. The learning experiences utilized with each module should be varied
enough to produce different types of learnings and to make the work in-
teresting.

An overemphasis upon one of the newer learning procedures, such as viewing
cartridge films, can be as tedious as an overemphasis upon an older procedure,
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such as lecture attendance. Variety will result in stronger learning than other-
wise.

The following tasks are among the many types of valid learning experiences
from which the module planner can choose:

Study textbooks
Study supplementary textbooks and journals
Study guides and manuals for tests and instructional materials
Attend lectures and conferences with the instructors
Share ideas during informal group discussions with peers and parents
Participate in structured problem-solving discussions
View firsthand demonstrations of teaching
View videotaped demonstrations and other presentations
Listen to taped records of pupil-teacher interaction
Tutor an individual child (as an early experience or for diagnostic and reme-

dial experience)
Teach a small group of children for several days or weeks
Participate in student teaching or internship experiences
Observe oneself teaching on videotape or listen to a record on sound tape
Discuss one's teaching with another observer
Administer diagnostic tests and achievement tests
Prepare a test or reading behavior checklist and use it
Try a recently learned instructional technique in the classroom and assess

pupil growth
Attend a case study conference held by a faculty and school psychologist on

one child's serious difficulties
Prepare a detailed case study on one child
Establish a set of criteria for evaluating instructional materials
Analyze and evaluate instructional materials
Listen to recordings on teaching
View films and filmstrips on teaching
Study pupils' records and note growth patterns for individuals and groups
Prepare an instructional bulletin on a specific phase of reading or another

one of the language arts
Plan and carry out an informal experiment with a new teaching technique or

set of materials
Plan and carry out a formal experiment involving several classes
Survey parent and pupil attitudes concerning the program of instruction
Gather and analyze data on the community

4. Each instructional leader should select those learning experiences which
are most effective for his style of teaching and for the additional assistance
and facilities which are available.

No instructor will be very successful trying to teach in a manner that makes
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him feel uncomfortable. Therefore, complete flexibility in instructional ap-
proaches is essential.

Continuing Assessment

Continuing assessment is the process of collecting data and making evaluations
concerning the adequacy of the student's competency attainment as he progresses
through the learning experiences and displays the appropriate criterion behaviors
as evidence of such attainment. This assessment is "continuing" because it must
be made in an ongoing manner for many of the competencies as they are de-
veloped in the real or simulated teaching environment.

Continuing assessment is closely related to the criterion behaviors because
those behaviors are the items to be observed and evaluated. There also is a close
relationship to the learning experiences because the assessment often consists of
an evaluation of the final product of such an experience. For example, a gradu-
ate student might study a reference and, as a further learning experience, pre-
pare an instructional bulletin on the topic concerned. The criterion behavior
would be the completion of the bulletin, while the assessment would consist of
a careful examination of the bulletin to determine the number of good qualities
and accurate suggestions that it contains, followed by a decision on the adequacy
of the bulletin.

In general, the techniques for continuing assessment will be the same as those
suggested for preparticipation assessment. Some consideration, however, should
be given to the appropriateness of the technique for the type of competency
development being evaluated. The four competency categories with suggestions
on types of assessment procedures follow:

1. Competencies involving valuingevidence of enthusiasm and dedication
in teaching, diligence in preparation, enjoyment of children, willingness
to be involved with parents and the community.

2. Competencies involving knowledge or understandingtests, bibliography
preparation, contributions in discussions, qualities of written reports, ade-
quacy of criteria listed for materials and teaching performances.

3. Competencies involving application of principles to teachingperformance
in varied types of teaching and leadership situations and performance in
preparing instructional materials and evaluation instruments.

4. Competencies involving analyzing and changingperformance in assert-
ing leadership to study school problems and in enlisting cooperation in
attacking the problems, performance in construction of bulletins and cur-
riculum guides, and performance in analyzing innovative suggestion and
in participation in experimentation.

As stated earlier, the standards for performance on any of the criterion be-
haviors will have to be determined by the instructor or the faculty team that is
making the assessments.
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A Last Word

The module in this model program in reading instruction is defined as a seg-
ment of the total program of knowledge and performance competencies which
should be presented in the development of superior teachers of reading. The
primary value of the modular model is said to be the detailed itemizing of the
competency outcomes that the teacher should attain, in place of the "lick-and-a-
promise" style of planning that has been common in the past because of inade-
quate time allotments and unrealistic faculty expectations. The modular plan
does not require any particular delivery strategy but can be used in a highly
flexible style by various faculties in situations that are entirely different.

Seventeen resource modules were described for development and use as in-
structional modules in the preparation of reading teachers for the several school
levels and at the professional entry, advanced, and specialization levels of prep-
aration. Suggestions were made for the planning of the five elements in any
modulepreparticipation assessment, teacher competencies, criterion behaviors,
learning experiences, and continuing assessment. And readers were advised -to
study the sample modules prepared by others when working on their own.

While this is a last word in describing modules for this model, it certainly is
not the last word in module development. It is the hope of the Commission that
this presentation will stimulate extensive effort on the part of IRA members to
improve reading education through excellent module development and that this
effort will lead to more sophisticated stages of program design.
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Chapter Six

Going It Alone: One Teacher's

Delivery Strategy

HARcrD L. HERBER

Many teacher educators are concerned about the impact of a modular system on the
total college organization. They sometimes fear their individual impotency in chang-
ing an entire system. Even though this is a legitimate concern, the following paper
demonstrates how one professor can implement many of the concepts within the
regular college framework.Editors

Do you have to wait until your whole department is ready to move to a modular
based program? If you do, you might have to wait forever. So, maybe you should
try to go it alone. With modifications and compromises from the ultimate, there
is much an individual professor can do to incorporate the values implicit in
modular based instruction.

The Ultimate

A fully developed, completely organized program of modular based instruction
has many components. Screening tests are essential to determine levels of compe-
tence related to ultimate objectives Instructional ro,1,0PR in fi ;in _rlite vpriety are

required to serve the needs revealed by the preliminary testing. Evaluation in-
struments are needed to determine the fulfillment of the objectives of the modules.
A complexity of "delivery systems" is required to perform the tasks implicit in
the objectives of the modules. Finally, sufficient staff is essential to handle the
clarification sessions with students at critical stages in the development of their
understandings of the concepts implicit in the modules.

To have all of this stuff on hand takes the cooperative effort of many people.
And this effort has to be expended over a long period of time. This factor being
true, what can a single professor do who is incl;ned to organize his courses
around principles and procedures of modular based instruction?

60
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Meanwhile . .

While you are waiting for and working on the ultimate, there is much you can
do. It is possible to incorporate into a single course all of the advantages of
modular based instruction. There are certain compromises you must accept, but
those are relatively minor. This writer tried it with a course entitled "Teaching
Reading in Content Areas" and will describe here the pattern which the ex-
perience followed.

Objectives

The first step was to establish clear objectives for the course. They had to be
related to both the content of the course and to the procedures that students
were to experience within the course. The content of the course did not have to
be changed just because the organization of the course had been changed. As in
the previous, more traditional, format the course presented several specific con-
cepts: 1) Vocabulary development within a subject area develops students' under-
standing of the language of that subject and also teaches them the skills necessary
for acquiring, reinforcing, and extending their vocabularies. 2) Comprehension
skills can be taught as students are shown how to read the resource materials
required in various subjects. 3) Reasoning processes extend beyond the reading
act, and these can be taught as students develop understanding of the concepts
studies within a subject. 4) Assessment, both diagnosis and evaluation, is an essen-
tial part of any subject, and the teacher and students should develop an under-
standing of the differences and values of each type and the variations possible
within both. 5) Student interaction, guided by specific tasks, is an essential part
in learning both the content and the reading-reasoning processes implicit in the
content of a subject. 6) The reading-reasoning skills implicit in the content of a
subject can be developed through a simulation process by which students are
guided in the acquisition of those skills until they can function with relative
independence. 7) If teachers hope to be successful in teaching both the content
and process of their subject, they must have a definite structure to their lesson.
8) If students are to be successful in developing an understanding of a subject, they
must develop an understanding of the structure of the curriculum of that sub-
ject. 9) Multimedia alternatives to print must be provided for students who have
severe reading problems.

Each of these concepts with illustrative materials is sequentially developed in
the course. Students have opportunity to develop instructional material for their
own subject areas that meet the objectives implicit in these concepts.

Procedures

New procedures had to be developed for the course in order to attain some
specific objectives. In fact, the desire to meet these procedural objectives was the
initial motivation for organizing the course in this fashion.
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In the traditional format, the course was teachel centered. Contact time with
students took the form of information dispensing. As a consequence, relatively
little time was available for concept development, clarification of understandings,
and elaboration on and extension of ideas. One of the purposes of reorganizing
the course was to establish a way for students to acquire the information through
means other than a lecture by the instructor so that the contact time between
students and instructor would be more productive in terms of understanding the
content of the course.

This goal involved a shift in focus so the course might become student centered
rather than teacher centered. The course, then, would move along as students
developed understandings, rather than as the instructor progressed through his
lecture notes.

In the traditionally organized course, primarily lecture and demonstration, stu-
dents had relatively little opportunity to communicate among themselves for
purposes of developing and reinforcing ideas. Another objective for reorganizing
the course was to create a need and to provide multiple opportunities for student
communication.

Another need, present in any course, was to provide both "quantity and quality
control" over the work performed by students. Traditionally this is a function of
the instructor alone. Yet, if the course were to become student centered, there had
to be a way for students to participate in this process. One of the procedural
objectives was to find a way to provide both quantity and quality control.

Vehicles

The content of the course was clearly established. The procedural objectives
were also. The major problem was to develop vehicles through which the pro-
cedural objectives could be realized.

The first task was to find a way that would allow students to acquire the basic
information in the course from sources other than direct class lectures by the
instructor. Initially, the writer produced a home-grown videotape series of lectures
dealing with the concepts lust outlined. With a graduate assistant operating a
portable videotape machine, the writer delivered the basic lectures so that they
were available on tape. Students then viewed them at their convenience. Though
relatively crude in format and quality, they were effective, nevertheless, and
served the purpose. Later, as part of his work with a major school district, the
writer developed a film series that incorporated the content of this course. Ten
films were produced, and a set was made available for the writer's use. These films
then served as the basic information source for students in the course and were
available for viewing at their convenience in the university's independent learn-
ing laboratory.

Another information source was a basic textbook. In this case, it was the writer's
text, Teaching Reading in Content Areas. The text supplemented and comple-
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mented the film series. In addition, readings from several other texts were sug-
gested.

Of critical importance was a set of manuals, one for each film, that guided the
students' responses to the films and the text and helped them to synthesize the
content of the two basic information sources as well as the suggested readings. In
each manual were sets of materials used in the films. Previewing activities were
suggested. Specific previewing readings were identified. Reinforcing activities were
listed, with examples of how to do the activities. Then a reaction guide was pro-
vided at the end of the manual. This guide was usually a set of generalizations to
which the students reacted individually. These generalizations were sufficiently
broad so students could relate their own ideas and experiences to the content of
the film and text. Students then met in small groups to discuss their responses to
the reaction guide. The purpose of the discussions was to compare responses and,
where they existed, attempt to resolve differences. Differences were inevitable, and
so questions were formulated around those differences. These questions were then
asked of the instructor when the group met with him in a clarification seminar.
Thus, the contact time between students and the instructor was much more
profitable.

Another important vehicle was the opportunity sheet. This form identified all
of the tasks involved in the course: the films, the texts, the manuals, the activities,
and the materials to be developed. The form is, in fact, a detailed course outline.
Related to the opportunity sheet is the summary log. Students check off each
opportunity as it is completed. r.n their copy of the Log. The instructor has a log
for each student and keeps a record of the completed opportunities, enabling him
to monitor the progress of each student through the course. The significance of
labeling the form an "Opportunity Sheet" is not lost on the students. Though
one may smile and think it a bit elementary in nature to call the tasks "opportuni-
ties" rather than "assignments," it does set a different tone. (Elementary and
secondary students respond similarly to the difference in names, by the way.)

The problem of quantity control was solved by a verification sheet. As a stu-
dent completes each opportunity, it has to be verified by some other member of
the class. These verification sheets are passed in to the instructor and the com-
pleted opportunities noted en the student's summary log. It is a relatively minor
clerical chore which easily can be done by a graduate assistant, if one is avail-
able, or by a student assistant. The verification sheet also serves to foster the
desired communication among students. In order to verify that an opportunity
has been completed, there must be some communication between the two parties
to ascertain that the task was, indeed, completed. Whether it was a chapter in
the text, a reaction guide completed, participation in a group discussion, or the
viewing of a film, each must be discussed in sufficient detail to determine comple-
tion. Students are, in the main, conscientious about the verifications, and they
profit from the exchange. Often there is clarification of ideas and understandings
through these discussions.
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Quality control was a particular concern with respect to the opportunities that
involved the creation of instructional materials. In a traditionally organized
course, the instructor spends a considerable amount of time on quality control in
correcting and returning such materials. To make better use of the instmctor's
time and also to add a learning dimension to the course for the students, a cover
sheet was designed for these materials. The important element in the cover sheet
is the signature of the student analyzer of the material. Before the material is
passed in to the instructor, it must be analyzed by a: least one other member of
the course. Based on the analysis, the originator of the material has the option
to 1) revise and resubmit it for reanalysis, 2) revise and submit to the instructor,
or 3) not revise and append his reasons for same and submit to the instructor the
material, the analysis, and the reasons not to revise. Thus, the quality of the
material is heigi-tened through student participation and contribution. Of great
importance is the fact that each student then has an opportunity to view
materials from the point of view of a producer and a critic. There is good learning
to be acquired through both perspectives. Further, the analysis fosters communica-
tion among students and increases the exchange of ideas and development of
understandings.

Several of these important vehicles are at the end of this paper: the opportunity
sheet, the summary log, a set of verification sheets, and a set of cover sheets. These
materials are for the latest version of the course. Some revisions have been made
in the organization of the course in response to some problems implicit in that
organization.

Problems

Most graduate students in the School of Education at Syracuse University are
part time. Most are teachers. Consequently, it is difficult for them to get together
for small group seminars and discussion groups during the week. Acknowledging
this problem, the regularly scheduled class time (one evening per week) is now
used for that purpose. Discussion groups are seminars previously were scheduled
at other hours as well as during the designated class time.

Another problem is the currency of the resources. Films are static; once done
they cannot be revised and must be redone. Knowledge about reading in the
content areas is rapidly expanding, and so the films and text and manuals must
be supplemented with the latest information. This task can be dc ne most easily
with audio tapes and still stay within the purposes and organization of the
course. Even so, there develops a need for presenting new information not on
tape and for demonstrating some of the procedures described on the tapes. Since
the students meet during the regularly scheduled class time for the group dis-
cussions and seminars, it is possible for the instructor to schedule part of the
Mass period to present the additional information and demonstrations. But this
step must be done cautiously or else, before one realizes it, the entire class time



H LICES 65

is taken over by the instructor and students have no time to complete their op-
portunities.

A major problem is tradition and the previous training of students. Many
students are uncomfortable with the new format because it does not seem like a
real course if the professor is not lecturing. Many feel it is a waste of time to talk
to other students about ideas in the course because ".. . they don't know any more
than I do." Obviously, such students are not aware of the learning that is possible
when students participate in discussions of well-structured reaction guides.

As instructor of the course, one must be patient with such students and en-
courage them to open their minds and to embrace new experiences. Patience pays
off since most students develop a strong liking for such an organization and seem
to learn much from it, not on?v in terms of the content of the course but also in
terms of procedures to use in their own courses as well.

The instructor is probably the biggest problem. We all are inclined to enjoy
our own lectures and to enjoy "delive-ing truth" to our students once a week.
It can seem like a severe diminishing o_ _lir worth and our role to shift the course
so it is student centered rather than instructor centered. But once you have done
it and survived, the probability is high that you will not revert to the old way.
Because it works!
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Name

SUMMARY LOG

Specific Opportunities

1. RGStructure of Curriculum

2. RGChapter 3
3. Read Chapter 8

4. RGVocabulary Comprehension

5. Tape and manual #6

6. RGChapter 5
7. RGChapter 6
8. RGComprehension

9. 'Tape and manual #3

10. *Film #7 1st reel

11. RGReasoning
12. RG--Chapter 7

13. 'Tape and manual #2

Verified

14. Film and manual #4

15. Film and manual #8

16. 'Film #9
17. Film and manual #10

To
General Opportunities Analyzed Instructor Returned

1. Structured overview

2. Vocabulary reinforcement

3. Levels of comprehension

4. Organizational patterns

5. Reasoning

6. Weekly reading report

'Optional
Note: Manuals for films and tapes are at the Independent Learning Lab. Don't write in the
manuals. Duplicates of the Reaction Guides for manuals #4 and #10 are available in the lab. A
Reaction Guide for manual #8 is also available in the lab.
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COVER SHEET

Name

Subject Grade Type of student

General Opportunity (circle one) 1, 2, 3, 4, 5

Analyzed by Date

COVER SHEET

Name

Subject Grade Type of student

General Opportunity (circle one) I. 2, 3, 4, 5

Analyzed by Date

COVER SHEET

Name

Subject Grade Type of student

General Opportunity (circle one) 1, 2, 3, 4, 5

Analyzed by Date

COVER SHEET

Name

Subject Grade Type of student

General Opportunity (circle one", 1, 2, 3, 4, 5

Analyzed by Date
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Name

THE FLEXIBLE MODEL.

VERIFICATION SHEET

Specific opportunity (circle) 1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11,

12, 13, 14, 15, 16, 17

Verified by Date

( "I optional)

Name

VERIFICATION SHEET

Specific opportunity (circle) 1, 2, 3, 4, 5, 6, 7, R, 9, 10, 11,

12, 13, 14, 15, 16.' 17

Verified by Date

( = optional)

Name

VERIFICATION SHEET

Specific opportunity (circle) 1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11,

12, 13, 14, 15, 16,' 17

Verified by Date

( = optional)

Name

VERIFICATION SHEET

Specific opportunity (circle) 1, 2, 3, 4, 5, 6, 7, 8, 9, 10,0 11,

12, 13, 14, 15, 16, 17

Verified by Date

( = optional)
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SPECIFIC OPPORTUNITIES

Coding: GD = Group Discussion; RG = Reaction Guide; ( ) = Lecture; (" ") = Topic of
Lecture; [ ] = Tape or film available as added information

Date of
Class

January 30

February 6

February 13

February 20
(class is
optional)

February 27
(class is
optional)

March 6

March 13

March 20

March 27

April 3

April 10

April 17

April 24

Before
Class

During
Class

GD: Reaction Guides Chap. 1 & 2
("Struc. of Cum')

RG: Structure of Curr.
RG: Chapter 3

GD: Structure of Curriculum;
Chap. 3 (Demo: Vocab. Develop-
ment)

Read Chapter 8 (Demo: Comprehension)
("Structured Overview")

RG: Vocab. Development Tape and
Manual #6

'Vocabulary Development"]
mead Chapter 5

GD: RG for Vocabulary Develop.
ment

GD: Chapter 8

Read Chapter 6
RG: Comprehension Tape and

Manual #3 "Sense of Process"

GD: RG for Comprehension
GD: RG for Chapter 5

[Film #7 1st reel "Vocabulary
Development"]

("Vocabulary & Comprehension")
GD: RG for Chapter 6

Spring Vacation

RG: Reasoning
[Tape and Manual #3 Review]
Read Chapter 7

GD: RG for Reasoning
GD: RG for Chapter 7

[Tape and Manual #2 "Sense of
Structure "]

("Purpose. nature, design of
Guides")

[Tape and Manual #4 "Inter-
dependent Learning "]

GD: RG for Tape #4
("Purpose, function, variation in

grouping")

[Film and Manual #8 "Multi-
media"]

GD: RG for film #8
("Alternatives to print')

[Film #9"For Any Media "] List
"unanswered questions"

GD: Film #9
Response to questions

[Film and Manual #10"Days of
Reckoning "] Read Chapter 9

GD: RG to Film #10 and Chapter
9 ("Evaluation")

GENERAL OPPORTUNITIES

To
Item Analyzer

1. Structured Overview February 27
2. Vocabulary Reinforcement March 20
3. Levels of Comprehension March 27
4. Organizational patterns April 3
5. Reasoning April 10
6. Weekly reading record xxxx

t

To
Instructor

March 6
March 27
April 3
April 10
April 17
Weekly



Chapter Seven

Immediate Questions: The Teacher's

Right to Know

PAUL E. STANTON AND HARRY W. SARTAIN

a

"Now, don't get those two buttons mixed up.
This one sets of five hundred inter-

continental ballistic missiles, and that one
lights up the White House Christmas tree."

-0-
Reproduced by special permis-
sion of Playboy Magazine; copy-
right ® 1961 by Playboy. Artist:
Tony Saltzman.

"A culture in which all differences are equally significant is well on the way to be-
coming an insignificant culture."Harry S. Broudy, The Real World of the Public
Schools, Harcourt Brace Jovanovich, 1972
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In developing this modular program the commission members discussed plans
wilt field consultants at several sites and with participants in a F..convention
institute in Detroit. Numerous thoughtful questions were raised by the discus-
sants. Some of these questions and the answers that were offered by commission
members and other participants may be of interest to readers who have similar
questions. Although these points seem somewhat redundant to the writers, it is
evident that many discussants find them helpful when succinct answers to nag-
ging questions are desired. Answers are brief rather than inclusivecoverage
certainly is not exhaustive.

Selected questions and brief responses are grouped here according to general
areas.

Philosophy and Rationale

I. Could this new ?nodular teacher-education plan be considered as the teacher's
Right-to-Know Program which corresponds to the child's Right-to-Read pro-
gram?

This is an excellent way to express the intent of the commission members and of
Donald Cleland and Theodore Harris, who were the IRA presidents responsible
for appointing the commission members in 1970-1971 and reappointing them in
1971-1972.

2. What assumption: underlie competency-based teacher-education programs?

Objectives should be explicit and publicly stated.
Teaching requires performance skills as well as knowledge.
Some teacher candidates perform well on tests of knowledge but perform poorly
in practice.
Performance skills are attained through firsthand experiences, not by passive
study.

An adequate teacher-education program should give the student an opportunity
to test his skills as well as his knowledge.
Skills are attained gradually over a period of time and in a developmental
sequence.

College professors of methods courses, as well as school supervisory personnel,
should demonstrate and teach instructional skills in addition to knowledge.

3. Will a competency-based program result in shallow teacher training without
teacher education?

The modules that are recommended place emphasis upon knowledge competen-
cies as well as performance competencies.
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4. Does the modular approach mean that we must adopt a systems approach to
planning and teaching?

Definitely not. The majority of the Commission did not favor a systems approach.
They did, however, feel that in order to izaprove teacher education, the objec-
tives must be stated precisely as knowledge and performance competencies so
that achievement could be assessed more accurately. While most commission mem-
bers did not favor a systems approach, neither did they favor the completely
unsystematic hit-ormiss approach that sometimes has resulted in teachers begin-
ning to teach reading with almost no knowledge of the reading and the teaching
processes.

5. Is there a danger that a modular approach will lead to dehumanized college
teaching followed by dehumanized elementary and secondary teaching?

Rosen discusses the dangers of dehumanized teaching in detail ;n Chapter Twenty-
Three, making it clear that the modular approach does not result in dehumaniza-
tion if the instructor does not want it to do so. Modules are a different way of
organizing or grouping significant segments of a program so that the objectives
can be specified more fully and be more closely related to actual classroom per-
formance. The old course plans have been too general, making claims of accom-
plishing far more than it was possible to accomplish in the allotted time. The
more realistic statements of competency objectives will force faculties to reconsider
the time and experience requirements that are needed for learning to teach read-
ing. The process of cutting the program into smaller, better defined segments does
not make any specific type of delivery strategy mandatory. Therefore, the com-
mission members feel it would be unwise for any faculty to adopt a dehumanizing
approach.

Of course, it is recommended that videotapes, audiotapes, and other mechan-
ical tools be used to individualize and enrich instruction. The use of these pieces
of equipment, however, often will take place outside of the regular group meet-
ing hours; and even when they are used by individuals during class time, this
equipment makes it possible for the instructor to have more personal conferences
with other individuals. Regardless of the general plans for experiences, it is
strongly recommended that a series of discussion sessions be planned during the
work on every module.

In preventing dehumanization of learning it is particularly important that we
refuse to be convinced by the strict behaviorist that we should not teach anything
that we cannot measure objectively. We must specify what we feel students should
learn and then seek better techniques for assessment if we are not satisfied with
those we already know and those that provide data which statisticians cannot
quantify readily.

6. Can the modular approach be considered the only correct approach?
There is no one perfect approach to teacher education. However, the Commission
views the modular approach as the most promising at this time when the profes-
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sion needs to move away from the conventional lecture course approach and make
the preparation of teachers more realistic and more complete.

7. How can we be sure that this is not another fad in our tendency to rush into
innovations?

Styles do change, sometimes because somebody has something else to sell and
sometimes because a new need becomes apparent. Already strong criticisms are
being directed at competency-based planning in universities. Some of the detrac-
tors have never believed in stating objectives so precisely that they could be asked
to provide evidence of success, and others have learned how much more demand-
ing the task of precise planning and assessment is than it was for courses limited
to sixteen lectures and two tests. Still others, unfortunately, have been in situa-
tions where the competency-based program has been delivered in a sterile, me-
chanical manner which is repugnant to the artistic teacher. It will take some time
to iron all of die wrinkles out of this complex approach, but the results promise
better teacher preparation. In field tests of some of the modules in the graduate
program at the University of Pittsburgh, one of the important findings was that
the excellent teachers could be clearly distinguished from those who performed
in a minimal manner by the time one trimester was half over.

At this period in history when there is a surplus of teachers and when school
boards are demanding accountability for classroom performance, competency-
based teacher-education programs seem to be particularly needed. They help the
teacher to become prepared more adequately than in the past, and they lead to the
precise specifications of desired performances, thereby protecting teachers from
faulty specifications of teaching performances by those outside the profession.

8. How can the modular teacher-education program be related to the movement
toward teacher accountability?

The module content can be utilized in listing detailed goals of reading instruc-
tion. Then assessment procedures can be planned for all areas of child growth
instead of only in the limited areas usually assessed. This process will assure a type
of accountability which is fair and which rewards rich teaching instead of limited
teaching.

9. How is differentiated staffing related to the modular approach?

Because each resource module is a "nongraded. curriculum" for a particular topic,
it offers learnings from the simplest level to the most advanced level in its area
of coverage. Instructional aides and beginning teachers therefore can be directed
to the learning of the earlier competencies, while individuals performing at more
demanding levels in the differentiated staffing arrangement can progress to the
higher levels of performance that are specified. It becomes a matter of selecting
the appropriate level of learning and performance for each position of advance-
ment in the systems of differentiated responsibilities.
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1. Are these moaules finished products, or is there a plan for further refinement?
It is anticipated that the modules will be revised and republished after further
field testing. Also, each institution may wish to add points which are particularly
suitable to its standards and philosophy.

2. Why cre no modules on educational psychology or measurement included?
The Commission worked only with the reading preparation of the teacher. It was
assumed that each potential teacher would be expected to take studies in psychol-
ogy, measurement, sociology, English, and other general professional and aca-
demic areas.

3. Why are modules on language and relationships with parents and the com-
munity included when other general areas are omitted?

Teacher-education programs too often omit these two elements which are essential
in preparing for teaching reading.

4. Is there a direct correspondence between the three module levelsprofessional
entry, advanced, end specializationand the three levels cf college degrees
bachelor's, master's, and doctor's?

There is a closer correspondence between the professional entry level and the
bachelor's degree than at other levels. The module levels merely show general
stages of growth through which individuals will progress at their own rates. Some
students may progress well beyond the professional entry level before completing
the bachelor's degree. Through independent study and inservice work one teacher
might progress all the way through the specialization level of a module before
completing a master's degree while another might not do so until after completing
a doctorate.

5. Aren't the professional entry requirements much heavier than those previously
required in most programs?

Yes, they are heavier because most of the teaching of reading is done by general
classroom teachers, many of whom take little or no reading work beyond the
bachelor level. The public assumes that nobody knows much about teaching
reading because most general classroom teachers have such a superficial knowledge
of the field. In order to improve the teaching of reading overall and to improve
the. public image of teachers, it is essential that all those who teach reading
directly or in specific content fields be given preparation at a more professional
level.

6. How can more emphasis be placed on how to teach rather than what to teach?

The Commiision strongly recommends much more experience working with chil-
dren in the teacher-education program. As noted elsewhere, Broudy believes that
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real professional preparation requires laboratory experience, clinical teaching,
and internship experiences. The laboratory experiences presumably would con-
sist of opportunities to try different methods and approaches briefly as they are
being discovered and studied in the early stages of professional preparation. At
later stages, the learning teacher should be given opportunities to plan different
types of pupil-learning experiences, to initiate them while under observation
with children, and to engage in a critical analysis of the effectiveness of the work
with help from an experienced instructional leader. Finally, there should be one
or two terms when the learning teacher takes heavy responsibility for teaching
under careful supervision.

Most young teachers indicate that their most profitable professional experiences
came during student teaching. Those few, however, who have been fortunate
enough to have earlier laboratory and clinical teaching experiences are much
better able to perform at a real internship level than those who have not been
so fortunate. In Chapter Twenty Seamen explains how certain laboratory and
clinical teaching experiences are conducted in a campus laboratory school, and
Ruddeil describes an inservice education project in which advanced experiences
are included. This section raises the problem of facilities for adequate laboratory
and clinical teaching experiences to replace the token opportunities that often
are provided.

While major universities usually are proud of their university hospitals, they
often have closed out the campus laboratory schools which performed the same
functions for teacher education that the university hospitals perform for medical
education. Sometimes the campus school invited termination by doing its job
poorly. But, in such cases, the school should have been revitalized instead of being
closed. In other cases certain faculty members sincerely felt that they could
accomplish as much, and cheaper, by reforming a public school and using it for
laboratory, clinical, and internship experiences. This effort has failed in effective-
ness more often than it has succeeded because public schools have certain
traditions which must be maintained and also because public school officials can-
not relinquish their responsibility for control of school programs when they are
answerable CO boards of education for parent criticisms.

Effective professional preparation of teachers requires student involvement in
both a campus laboratory school which is totally controlled by the college faculty
and in a public school which is influenced only by college faculty suggestions. In
the campus school, teacher trainees should have the many short laboratory
experiences which require more schedule adjustments than public school teachers
will tolerate; and selected individuals should have clinical teaching experiences
in a "model" campus situation, which can be emulated to improve instruction
elsewhere. Trainees should have additional experiences in the better public
schools as they broaden their base of knowledge and learn how to adapt to a
situation which may be less of an ideal model than the campus school.

The campus school should also serve to provide short internship experiences for
teachers in service who can be released for a month to learn new techniques.
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Thus, the campus school, if it utilizes the best ideas of the college faculty, can
become the "cutting edge" for professional growth in a region.

College administrators who feel that they are saving money by eliminating
campus school budgets forget that the tax and tuition payers will have to pay for
educating the children in some other school anyway. And, inadvertently, they
admit that they are less concerned about having graduates in education prepared
at a truly professional level than they are about having medical practitioners
prepared at a professional level. It is high time that the real professionals in
education band together to demand that they be provided with the facilities
necessary for preparing public and private school teachers at the level which the
public demands. Otherwise, these professionals will continue to lose respect in
direct proportion to the incompetence of their graduate practitioners in the
schools.

Instructional Delivery Procedures

I. Can a modular approach be adapted to different patterns of scheduling and
faculty assignmegts?

Yes, for example, Herber demonstrates in Chapter Six how an individual faculty
member can adapt the concepts of a module to a regular class in a highly struc-
tured program. Others may use a team teaching approach, a flexibly timed indi-
vidual approach, a highly systemized approach, or any other desired type. Stieglitz
illustrates a team delivery procedure in his instructional module in Chapter
Eighteen.

2. How can we assure that serious limitations are not imposed when setting up
delivery systems?

This is a critical question regardless of the delivery system, and the answer has
to relate to the personalities of the individuals establishing the systems. Open
systems can only be established by open people.

3. Can the modular approach be adapted to the needs of an instructor with a
class of 300?

Probably so, but not very effectively. Any instructor with 300 students who is able
to get beyond the information dissemination level uses a miracle performance
approach!

4. Will modular teaching require too much time and record keeping?

Since the role of the instructor changes in a modular system, the instructor should
have more released time for record keeping or perhaps a better term would be
"record evaluation" since the students will be responsible for much of their own
record keeping.
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5. Can all instructors manage so many divergent instructional activities?

Probably not, and that is the strength of the model presented in this publication,
because it can be adapted to fit the situation. Situations can include an instructor's
managerial competencies and other variables.

6. can we prevent the modular plan from being misused by instructors?

How can one prevent instructors from misusing any teaching strategy? The mod-
ular plan lends itself to more student involvement in decision making. Also,
objectives are explicit and public; therefore. it is more difficult for a faculty mem-
ber to impose a hidden agenda on a group of students.

7. Will instructors waste the free time obtained by independent activities in
modular programs instead of using the time for additional individual con-
ferences and teaching?

Not likely. If an instructor accepts the modular sy.,:eal as a viable delivery sys-
tem, he is likely to utilize his time with individual conferences. The idea of free
time is a misconception because what the system actually does is provide opportu-
nity for different uses of time.

Program Flexibility

1. Will a modular program tend to standardize the reading education of teachers
and limit flexibility of instructional planning?

Because any faculty can revise its modules as it sees fit, there is no reason why a
program should become too static or standardized. However, we can hope that
programs will be more stabilized. Currently there is so much flexibility in courses
that a course taught by one instructor may be extremely useful to the students
while the same course taught by another instructor may be a total waste of time.
In planning modules a faculty group can contribute the best ideas from every
individual for the mutual benefit of all instructors and all students.

The modules offered by the IRA Commission are intended to be examples
which may be used almost intact by some institutions where faculty size is sharply
limited or which may be greatly refined in institutions which have plenty of
"faculty power."

2. Does audiotaping or videotaping of certain presentations in the modular
program result in too much uniformity when compared with a responsive
lecture approach?

411!The best taped presentations will include interaction based on the instruct°
past experiences, rather than being straight lectures. Also, the students may liste
to or view tapes individually at their convenience, but the instrutor can schedule
a discussion period for a group following the taped input. This procedure can
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provide more time for varied questions and responses than would be available if
much time were used for lectures. Still, it is not recommended that all presenta-
tions be made in recorded form.

3. Can all students profit from a modular program as much as from some other
types?

As yet there is not enough evidence upon which to base an irrefutable answer to
this question. However, a brief review of the module emphases and possible
negative student responses may be in order.

Perhaps the three most valuable features found in the IRA modular program,
but not necessarily found in conventional course programs, are a) precise state-
ments of objectives ( competencies) to be realized, b) inclusion of classroom
performance competencies as well as knowledge competencies, and c) man., artual
experiences with children. The precise statement of objectives should help a good
student to direct his learning efforts efficiently; if the stated objectives frighten
away some students, the teaching professio may be well served thereby. All
teachers must have knowledge to be effecti , but instructional skills are equally
important. Sincere students know this factor and invariably appreciate the
opportunities to learn skills.

4. Should a more traditional program be one option that students ct select?
Options are desirable but only if they provide more experiences with children
than in the past and if they aim at standards which are more nearly professional
than in the past.

5. Does the modular approach limit program flexibility to the extent that read-
ing preparation now must be separate from preparation for teaching the other
language arts?

Actually a modular approach increases flexibility because a faculty can sequence
the modules in preparation blocks in a variety of ways. For example, one faculty
group planned a four-block sequence of preparation in reading and language arts
for undergraduate elementary education as follows:

COMPETENCY BLOCK ONE: PERSONAL COMPETENCE IN ENGLISH COMMUNICATION

(Taken during sophomore year, one credit)

Instructional Modules
1. Self-awareness: Personal Communications Competencies
2. Self-awareness: Philosophy of Teaching Communication. to Children

COMPETENCY BLOCK TWO: THE CHILD AND COMMUNICATIONS IN THE SCHOOL

(Taken in sophomore or junior year, three credits)

Instructional Modules

3. How the Child Learns Language (Integrated Language Arts Module)
4. Studying and Tutoring the Child (Individual tutoring to learn about

children's problems and learning processes)
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5. Instructional Planning: An C verview of Communications Curriculum
(IRA Module Three expanded)

6. Developing Language Fluency and Perceptual Abilities in Early Childhood
(IRA Module Four)

7. Vocabulary Development: Oral, Handwriting, Spelling (Language Arts
Module)

8. Continued Language Development in Social Settings (IRA Module Five,
plus additional language areas)

COMPETENCY BLOCK THREE: COMMUNICATION CURRICULUM IN PRACTICE

(Taken in junior or senior year, three credits)

Instructional Modules

9. Understanding the English Language as a Communications System (IRA
Module One)

10. Teaching Word-attack Skills (IRA Module Six)
11. Developing Literary Appreciation: Young Children (IRA Module Ten)
12. Developing Literary Appreciation: Latency Years (IRA Module Eleven)
13. Fostering Creative Expression (Language Arts Module)
14. Developing Comprehension: Analysis of Meaning (IRA Module Seven, with

application also to listening)
15. Developing Comprehension: Synthesis and Generalization (IRA Module

Eight, with application also to listening)
16. Developing Comprehension: Information Acquisition: (IRA Module Nine,

with application also to listening)
17. Factual Communication: Composition (Language Arts Module)
18. Action Language (Language Arts Module)

COMPETENCY BLOCK FOUR: PROBLEMS IN TEACHING COMMUNICATIONS SKILLS

(Taken concurrently with student teaching, three credits)

Instructional Modules

19. Planning the Integrated Language Arts Unit (Integration of previous
module concepts)

20. Diagnostic Evaluation of Reading and Language Progress (IRA Module
Thirteen expanded)

21. School and Classroom Organization for Diagnostic Teaching (IRA Module
Fourteen)

22. Involving Parents and the Community in the Communications Program
(IRA Module Two)

23. Instruction for Learners from Varied Linguistic Backgrounds (IRA

Module Fifteen)
24. Treatment of Special Reading Difficulties (IRA Module Sixteen)
25. Initiating Improvements in School Programs (IRA Module Seventeen)
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26. Application of Theory to the Solution of Instructional Problems in Com-
munication (Review of all modules)

The next step will be to convince the university administration and depart-
mental faculty that an adequate amount of time is needed for teaching such a
sequence. If each module title is illustrated with a carefully developed module
plan listing all of the necessary competencies, the evidence that more instructional
time is needed should be quite cverwhelming. It seems apparent, in fact, that too
little credit is being offered for the amount of learning that will be attained by
the students.

Student Participation

1. How can opportunities be provided for students to suggest additional compe-
tencies to be attained?

One of the major advantages of the modular approach is the opportunity for
students to negotiate for alternate or additional competencies. This opportunity
can be achieved more readily with this type of model because students are
informed from the beginning regarding expectations and the rationales under-
1,,,ing these expectations.

2. How can we guide students to identify their own needs realistically?
By putting students into supervised teaching situations early and requiring good
teaching performance they learn what they do not know about teaching, whereas
study-lecture courses never give them an opportunity to test themselves. Also, a
checklist of competencies can serve as an aid to students in determining compe-
tence through self-analysis.

3. Will the omission of group interaction from modules cause us to fail to fulfill
certain essential outcomes?

If the omission of group interaction were a goal of modular programs, the answer
obviously would be "yes." One purpose of the modular approach, however, is to
increase group interaction in quality and style. For instance, there should be
more opportunities for peer sharing, problem seminars, and resource assistance
and less opportunity for typical group interaction which is a faculty-centered
experience where lecturing takes place and at appointed times students are
allowed to ask questions. This is not to say that lectures fail to be an important
part of learning. Hopefully, modules will keep this method in proper perspective.

4. How can interaction and communication be maintained and stressed in
modular programs?

This question has been pretty well answered with question three. There should be
more peer and informal interaction.
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5. What techniques can be used to wean students away from so much dependency
on instructors as has been shown in standard course work?

There is no evidence that this dependency is inherent. It appears to be learned
and, therefore, can be unlearned. Even though this answer may be true, there is
the other side of the coin which indicates that some instructors prefer the stu-
dent's dependency posture and, therefore, reward such behavior. Before the
independencedependence question can be answered adequately, an instructor
should examine his behavior and determine the level of student independence
which he is able to accept.

Implementing Inservice Education Programs

I. Will the modules have value for supervisory personnel at local and state levels,
as well as for college instructors?

At the local district level the modules can provide the content for rich programs
of inservice development. At the state level, supervisory personnel can make
recommendations and can evaluate teacher education and inservice education
programs in terms of the experience provided in the modules that are included in
such programs.

2. How can the modules be used for inservice education in local schools and
school districts?

First, instructional leaders can help faculty members assess their own reading
instruction competencies with a self-asscr-aent checklist based on the main points
in the modules. Then the faculty can be involved in discussing and listing their
own professional growth needs and the school's reading problems. Modules or
module segments can be selected to help teachers learn how to overcome their
difficulties, and a series of inservice education experiences can be planned to pro-
vide the learning experiences suggested by the module.

3. Will the level differentiationprofessional entry, advanced, and specialization
be of any value in inservice education planning?

Different teachers, like different learners, will have progressed to different stages
of competence. Therefore, when a faculty decides to focus upon one particular
module for inservice work, the members may be divided into groups to work at
different stages of advancement in the module according to their different back-
grounds. Here the emphasis in planning should not be one of competition for
prestige but one of deciding individually which experiences will be most helpful
in solving classroom difficulties.
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Implementation in College and University Programs

1. How can the modular plan be implemented in colleges and universities?
This is an extremely difficult question, and obviously there is no simple answer.
Implementation is much easier in a situation in which faculty members are
dissatisfied with the results of the existing program. The first step in any change
strategy is to develop a sense of discomfort with the existing systems and to
develop a quest for something better. Usually when the need is felt internally,
people are more amenable to suggestions for change.

The other difficulty is the tradition of the institution which has always looked
at education through the fixed-time-course-credit concept. The easiest procedure
for implementing change to a modular system is to adapt within the existing
structure.

2. How can we cope with faculty and administration who resist change toward
more firsthand experiences in teacher education?

Move slowly. Utilize the direLtions and standards of the various professional
organizations as a wedge.

3. Can a modular approach be phased in gradually, or is a highly publicized
revolutionary change more likely to produce results?

These are really two questions. Yes, a modular approach can be phased in gradu-
ally. Either a revolutionary or evolutionary approach is likely to produce results,
and this is a stylistic question; style of change strategy must be related to the
personalities of the change agent and the institution. There is no cookbook answer
and only after evaluation of self and the institution can this decision be made.

4. In order to implement a module, an instructor must plan precisely what in-
struments and articles will be cited, how reports and lessons will be presented,
etc. Why do the sample modules offer behaviors which are less specific, such as
"Administers a test of . . . , demonstrates several techniques for . . . , cites re-
search reports on . . ."?

Each professor should and does have favorite test instruments, research reports,
and professional reference resources. Each situation is different in respect to ac-
cessibility of demonstration classes and simulation facilities. Therefore, each
instructor can use the criterion behaviors and learning experiences given in sam-
ple modules as suggestions, but he will need to add details which fit a particular
college, university, or public school situation in which it is used.

Dissemination of the Modular Model

1. How will additional modules be disseminated?

The Publications Committee of IRA is planning tentatively to have additional
resource modules prepared for publication in separate booklets. Then, as the
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resource modules are given further field testing, they may be revised and repub-
lished along with examples of instructional modules prepared from the resource
materials.

2. Might IRA establish a clearinghouse for dissemination and exchange of in-
structional modules?

It is possible that a teacher-education committee might be formed to provide an
exchange of module plans at annual conventions for several years.

In Miami, the Florida Center for Teacher Training Materials has been estab-
lished to disseminate information on competency-based programs. The director,
William J. Spino, and the associate director, Alice R. Abbott, may be contacted at
the Fcrrm, University of Miami, Coral Gables (phone 305-284-5790). Their
Fcrrm Catalog (1972) and Catalog Addendum A (1973), describing several
hundred competency-based programs, can be purchased from Panhandle Area
Educational Cooperative, P.O. Drawer 190, Chip ley, Florida 32428.

Also, the University of Houston has made a concentrated effort to contribute to
the development and dissemination of certain types of information on com-
petency-based teacher education. The director of their program is W. Robert
Houston, and they have published several volumes on competency-based teacher
education. Two which may be of interest to reading instructors are available
through Science Research Associates:

W. Robert Houston, and Robert B. Howsam. Competency-Based Teacher
Education: Progress, Problems, and Prospects, 1972.

Carl J. Wallen. Competency in Teaching Reading, 1972.

Of course a book does not have to be in competency-based format to be useful in
competency-based teaching. Most of the professional books by well-known authori-
ties in reading provide excellent materials which can be used effectively in compe-
tency-based teacher-education programs.

3. Will IRA take other steps to disseminate this model?

The final chapter of this volume includes recommendations in this respect. It is
apparent that this is an opportune time to mount a vigorous campaign to improve
the preparation of teachers to teach reading. For two and a half decades university
faculties and instructional leaders in the schools have been desperately pressed
to produce and to initiate into teaching the number of instructors required to
meet the needs of a rapidly growing population. In this race to fill teaching sta-
tions, the effort to raise professional quality standards has succeeded only rarely.

Currently in almost every school one can find competent teachers. But, in the
same schools, one can also find unqualified teachers. Now that a modest surplus
of teachers has been achieved because of slightly lowered birth rates and because
increasing numbers of women are continuing to teach after marriage, the gov-
ernors of several states in the U.S. have sought to give tax relief by cutting funds
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for schools of education. Such a step will perpetuate teacher education at a
marginal standard of quality instead of making possible the upgrading of prep-
aration to a professional level.

Now is the time for the professional people in teaching to present governors and
legislators with program models which will help young people achieve the com-
munications skills which they need for success in an age of advanced technology.
And if the elected officials will not provide the support that is needed for improv-
ing learning opportunities, impressive organizations such as the International
Reading Association might appeal directly to the voters through a multimedia
campaign that will acquaint them with the competencies that real professionals
have and are prepared to share with the teachers of their children if given the
chance to do so.



"The city agrees we need funds for a new school building. So the;
suggest that the P.T.A. hold a bake sale. . ."

Reproduced by pen ;salon of artist Tony Saltzman. From Phi Delta Kappan.

The greatest error in the past preparation of teachers of reading
has been the failure to transmit to beginners more than a fraction
of what is known about reading. Therefore, most children have
been taught by classroom teachers who have had modest. com-
petence.

The new resource modules offer a much heavier fare of knowl-
edge and skills for beginning teachers. And each professional in
the field will be encouraged to advance at his own pace through
these stages:

Professional Entry Level (Beginning Teacher)How to
teach varied groups electively.

Advanced Level (Master Teacher)--Special teaching skills
plus knowledge of research.

Specialization LevelConducting experimentation and pro-
viding faculty leadership.

MODULE EXAMPLES



Chapter Eight

Developing Language Fluency and Perceptual

Abilities in Early Childhood: Resource Module

BETTY HORODEZKY

Prepared: April 1972
Revised: June 1972

March 1973

Anemic conventional reading readiness programs have omitted large segments
of language development which research reveals to be helpful as a background
for rapid attainment of reading skills. The richer type of early language program
that is suggested here requires that Resource Module Four be emphasized heavily
in the preparation of instructional modules for early childhood and elementary
teachers at the professional entry level. Although it might be omitted from the
undergraduate professional programs of secondary teachers, the module certainly
must be included in the graduate study of both elementary and secondary
Leachers who intend to become reading or language arts specialists. Because many
children enter school with limited or unique language experience backgrounds,
the module also should be used extensively for inservice education programs.

Introduction

The purpose of this module is to develop capability in helping young children
in the prereading stages (nursery, kindergarten, and early primary) to attain the
perceptual skills and language fluency as background for early reading growth.
Through the learning experiences provided, teachers will acquire competencies
in instructing young children in

listening to sequences in stories
perceiving and enjoying character traits in stories
interpreting pictures
"reading" a sequence of pictures

87
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enjoying rhythm and ideas in poems
articulating speech sounds in poetry and stories
obtaining sensory images from poems and stories
obtaining sensory impressions from the environment and attaching word
labels
recognizing letters of the alphabet
recognizing written names and occasional words
distinguishing among similar and different sounds and symbols
contributing to group chart stories
dictating individual stories
writing initials and occasional words
describing imaginative ideas obtained from environmental impressions
participating in rich unit experiences
numerous other experiences that enhance language growth

Review of Competency Level Labels

Professional Entry Level: This usually applies to undergraduate students or
inexperienced persons preparing for careers in teaching. Minimum competencies
are itemized at this level in knowledge and application of theory.

Advanced Level: This applies to teachers who continue their graduate and
inservice study to become master teachers and consultants. Competencies are
listed for a more masterly classroom performance and a knowledge of research
that supports educational decisions and practices.

Specialized Level: This applies to the highest level of competencies teachers
must attain in order to do program coordination work. research, and university
teaching. Emphasis is upon leadership and experimentation to reveal new solu-
tions to educational problems.

Preparticipation Assessment

As a pre-assessment of professional competencies listed in Module Four, it is
proposed that a self-assessment checklist be used. For each competency the learner
will check one of the following: 1) feel competent, 2) uncertain, 3) need to learn
more, or 4) high priority need for more learning.

This may be followed by an individual conference or an examination on prob-
lem situations in teaching to determine whether the learner already has mastered
certain competencies. In addition, an objective test of knowledge competencies
should be used.
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Competencies
Criterion Behaviors

(Evidence of Competency Attainment)

E3Inspires children to listen to and enjoy
actor type, and surprise.

Profentional Entry Level
Differentiates among three levels

of listening skills, including:
Appreciational listening
Informational listening
Evaluative or critical

listening

Teaches children to give atten-
tion when somebody is speak-
ing for several minutes.

Teaches children to follow one-
and two-step directions in ar-
ranging and caring for books.

Selects stories appropriate for
several learning purposes.

Leads children to develop a sense
of sur . -equcnce through a
variety of activities, including
storytelling, dramatizatie
of episode pictures,
strips.

''.eriences in which
differentiate between

cal and imaginary stories.

Advanced Level
Recognizes that the child's

listening vocabulary is larger
than his speaking vocabulary.

Provides activities that foster
vocabulary growth

Learning Experiences

significant features of stores, including sequence of events, char-

Explains these concepts in a
brief written or oral report.

Demonstrates with three col-
leagues acting as pupils.

Prepares and administers an
informal listening test for
three levels.

Outlines the behaviors that are
identified with good listening
in a written report.

Presents a videotaped listening
lesson using a small group of
children.

Presents the steps in a series of
transparencies to classmates.

Lists criteria for story selection.

Demonstrates three activities
with classmates.

e materials for two

mat- .3 tape recording of chil-
e en's oral responses in
learning situation.

Identifies six real and six
imaginary stories. List ques-
tions which lead children to
differentiate.

Prepares and uses a listening-
habits checklist for three
pupils and reports results.

Cites three or four sources
orally or in written form and
states implications.

Plans a series of activities for
developing listening and
speaking vocabulary for three
lessons.

IV-I-E
Study professional readings.
Lecture-discussion.
Observe demonstration teacher.
Review listening skills found in

standardized tests.

Read professional references.
Study videotaped lessons.

Study professional references.
Practice with classmates and

children.
Prepare r. series of transpar-

encies outlining procedure.
Evaluate story on basis of

criteria.
Begin a story collection.
Categorize and classify stories

for specific features.

Listen to story records.
Survey anthologies of children's

literature.
Prepare a bibliography.
Study tape recording prepared

on children's oral responses.
Read professional references.

Read professional references.
Analyze children's stories.
Make resource notebook.

Study journals.
Study references.
Listen to tapes of children

speaking.

Read professional references.
Make collection of activities.

Note: A code number has been placed at the entry level of each module for the convenience of
instructional leaders who use the modules for reference purposes. The Roman numeral indi-
cates the module number, the Arabic numeral shows the number of the major competency de-
scribed on the page, and the letters indicate levels of competency: the professional entry level
(E), the advanced level (A), or the specialization level (S).
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MODULE FOUR (continued)

Competencies
Criterion Behaviors

(Evidence of Competency Attainment) Learning Experiences

Advanced Level (Cont.)
Demonstrates a knowledge of

research on listening,
including:

Listening can be taught.
Relationship of listening to

reading.

Diagnoses listening difficulties of
individual children and plans
remedial training.

Specialization Level
Devises a segment of a curriculum

for promoting listening skills.

Demonstrates to beginning
teachers how to teach children
to listen to and enjoy and
discuss characterization.

Demonstrates how listening
should be interrelated with
other phases of language arts
curriculum.

Provides a summarization of
significant research studies on
listening.

Submits a written report of
diagnoses for one pupil and
describes remedial material
for six lessons.

Outlines diagnostic and reme-
dial procedures in a taped
report of one case study.

Submits a listening kit of
games, audiovisual materials
and activities for developing
listening skills. Explains to
instructor.

Outlines weaknesses and
strengths in a curriculum
program in terms of listening
skills,

Shares findings.
Prepares a handbook.

Outlines steps in demonstration.
Reports of demonstration

afterward.

Tapes three model lessons for
teacher use.

Shares suggestions gleaned from
research through a written
summary.

Prepare annotated bibliography.

Review case studies prepared
by master teacher.

Study taped report.

Study teacher made and com-
mercial materials.

IV-1-S

Study research and current
authoritative suggestions.

Discuss ideas with colleagues
and faculty members.

Plan workshops.

Practice with colleagues.
Classroom observation.
Reference study.

Study model tapes.
Study research recommenda-

tions.

Reminder: The criterion behaviors and learning experiences for these sample modules have been left somewhat
open so that each instructor or instructional leader could adapt them to fit the college, university, or public
school situation in which the module is used. Every instructor or leader should and does have favorite test
instruments, research reports, and professional references. Each situation is different in respect to accessibility of
demonstration classes and simulation facilities. Therefore, each leader will need to refine the criterion behaviors
and learning experiences to fit the particular situation in which the college or inservice education program is
being offered.

Leads children to analyze and interpret pictures.
Professional Entry Level

Leads children to examine pic-
tures to discover significant
characters, main idea, details,
mood, and anticipated action.

Helps children to identify with
characters and actions shown in
pictures, thereby vicariously
enjoying pic.ured experiences.

Plans materials for three lessons
and demonstrates competency
for master teacher.

Adds examples to resource file.

Demonstrates with five pupils.
Demonstrates with three uni-

versity students acting as
pupils.

IV-2-E
Compile a series of individual

picture folders.
Prepare a flannel board or

picture file.
Videotape demonstration.
Begin resource file.
Attend lecture.
Read professional references.
Lecture-discussion.
Observe lesson being taught.
Work with a small group of

children.
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Competencies
Criterion Behaviors

(Evidence of Competency Attainment) learning Experiences

Advanced Level
Leads children to develop finer

discrimination for shape, size,
place relations, and arrange
ment of visual details.

Recognizes three levels of chil-
dren's picture interpretation as
they relate to language develop-
ment and assigns tasks accord-
ingly. Levels include:

Enumerating items in pictures
Interpreting events shown in
pictures
Creating a story suggested by
pictures.

Specialization Level

Investigates research findings on
"reading" pictures as it relates
to prereading preparation; ex-
plains to other teachers.

Experiments to determine whether
picture interpretation contrib-
utes significantly to language
or reading growth.

Demonstrates exercises and
games.

Prepares materials for three
lessons.

Explains each level through
demonstration with use of
five pupils.

Assesses each child's level in a
written report.

Prepares an evaluation check-
list.

Presents a brief wriPen report
of findings and implications.

Presents an oral summary to
teachers.

Sets up rnd supervises action
research in one or two class-

Reports findings at faculty
meeting.

Study references,
Review prepared games and

exercises.
View videotape.
Prepare a resource file of exer-

cises and games that can be
used to develop 1) a vocabu-
lary of visual terms, 2) ability
to make fine visual discrimi-
nations, 3) ability to compare
and contrast shapes and sizes,
4) greater sensitivity to spe-
cific visual qualities.

Practice with classmates and
children.

Lecture.
Professional rekrenco.
Observe demonstratIm teacher.

IV-2-S

Read professional references.
Study research.
Attend lecture.
Pre: :re written report of

research.

Study research.
Share ideas in an inservice

committee meeting.

Encourages children to enjoy poems, including rhythm, imagery, picture words.

Entry Level

Recognizes the six essential quali-
ties for excellence in poetry for
children including: I) worth-,
while idea, 2) honesty,
3) uniqueness, 4) imagery,
5) musical quality, 6) mood
and appeal to emotions.

Demonstrates the ability to locate
and present poems that will
meet the immediate apprecia-
tional level of children, stim-
ulate the imagination, and
foster enjoyment and some-
times intercultural under-
standing.

Lists qualities in a written
report.

Takes a test requiring sele,:tion
of poems on basis of quality
criteria.

Cites three poetry sources, ani
describes the use of six
selected poems in an oral or
written presentation to class.

Demonstrates techniques in
minilesson for classmates.

IV -3-E

Collect a series of children's
poems which illustrate the
qualities of excellence.

Lecture and discussion.
Read professional references.

Read references.
Study anthologies.
Use records.
Practice with colleagues.
Develop two taped lessons.
Add poems to resource file.
Study folk poems.
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Competencies
Criterion Behaviors

(Evidence of Competency Attainment) Learning Experiences

Entry Level (Cont.)

Leads children to enjoy rhythm
in poems through imitation of
movement that the rhythm
suggests, including jump
rope and play poems.

Leads children to obtain sensor;
images from poems visual,
tactile, gustatory, olfactory, and
auditory.

Leads children to compose their
own couplets and to recite them
to the group.

Advanced Level
Demonstrates a knowledge of

methods and poetry materials
to be used in providing for
individual differences in
respect to I) maturation,
2) intellectual ability, 3) cul-
tural background, and 4) indi-
vidual interests.

Specialization Level
Devises checklists or other instru-

ments to help Leathers assess
pupil growth in enjoyment of
poetry.

14.1Helps children learn to perceive and

Entry Level
Recognizes that ability to dis-

criminate and articulate certain
consonant sounds increases with
maturity.

Uses numerous nursery rhymes
and nonsense poems to pro.
mote perception and articula-
tion of speech sounds.
Refer to competency three.

Involves children in a variety of
other stimulating language
activities to aid in distinguish-
ing among similar and dif-
ferent sounds and symbols;
uses puppets, pictures. chart,
and materials.

Selects four action poems.
Demonsti Ines with classmates

through finger play, rhythm,
pantomime, and use of
puppets.

Outlines two approaches in
demonstration for classmates.

Presents tape recording of suc-
cess with group of children.

Demonstrates with six children.
Shows examples of couplets the

children produce.

Offers four examples of activi-
ties which provide for indi-
vidual differences for two
pupils.

Lists ten poems and explains
the use of each in providing
for individual differences.

Presents bulletin to class.

Demonstrates for four teachers
and summaries in a written
report.

Leads teacher group to utilize
checklists or other instru-
ments on an experimental
basis.

articulate speech sounds.

Prepares a simple picture test
to identify sounds children
have not mastered.

Administers test to three
chi! Iren.

Explains the use of two nur-
sery rhymes and two nonsense
poems in providing for skills
in articulation.
Refer to competency three.

Demonstrates two techniques
with pupils or graduate
students.

Describes activities orally to
class.

Suhmits a taped lesson pre-
sent-A by master teacher and
describes to class.

Observe classroom demonstra-
t

Prepare bibliography.
Listen to mantis and tapes.
Study anthology of American

folklore.
Experiment with a group of

children.
Read professional references.
Workshop activity.
Observe demonstration teacher.
Use anthologies.
Read children's poems written

by previous class.
Work with gmup of children.

IV-3-A
Read current authoritative

recommendations.
Lecture.
Survey children's poetry in-

cluding poetry from other
cultures.

Prepare an instructional
bulletin.

IV-3-S

Study recent research.
Group discussion.
Prepare a checklist.

Lecture.
Classroom observations.
Read professional references.

Use anthologies.
Make tapes.
Lizten to records.
Study professional references.
Plan three lessons to be used

in classroom.

Class demonstration.
Practice with pupils.
Study references.
Prepare a booklet of activities.
Study taped lesson.
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Advanced Level
Knows the sequence in which

consonant sounds are learnt'
as shown by research and
identifies immature speech and
speech defects t hat interfere
with communication.

Specialization Level
Classifies speech defects that can

be cared for by the classroom
teacher and those that require
specialized help.

He1,2s teachers diagnose im
mature speech defects.

Suggests materials that teachers
may use with the foregoing.

Learning Experiences

Demonsuales the use Of a
1,a, Let Of diagnostic materials
des eloped I or classroom.

l'erfur Ins On R.
Prepares it chart on normal

consonant inticulaiton devel-
opment by chronological age.

Prepares a ti,pe which illus
crates difference between
mature speech and acceptable
speech dialect.

Prepares a checklist of speech
problems and simple aids for
classroom teachers.

Prepares a bulletin section on
speech defects.

Ihicily summarizes a case study.
Demonstrates for three teachers.

Prepares bulletins section on
materials to correct speech
difficulties in classroom.

Sets up a workshop for teachers
for development of materials.

ULeads children to perceive sensory images from poems and stories.

Entry Level
Provides experiences in perceiv-

ing and describing the sounds
and sights in daily living.

Selects stories and poems which
provide stimulating sensory
images including: visual, audi-
tory, olfactory, tactile, and
gustatory.

Advanced Level
Uses additional techniques and

activities for stimulating sen-
sory images for individuals
who are less imaginative and
who have difficulty in obtain-
ing sensory images.

Specialization Level
Demonstrates to teachers several

methods for teaching creative
imagery to resistant children.

Lists and briefly describes three
activities for perceiving sights
and three activities for per-
ceiving sounds.

Demonstrates in a mini-lesson
for classmates.

Explains concepts through use
of two stories and two poems.

Plans materials and prepares
bibliography for three lessons.

Describes several techniques in
a written report.

Explains one method to a
group of teachers through
videotaped demonstration.

IV-4-A
Locate sequence in professional

reference.
Read t tut ent research.
Confer with speech therapist.
Listen to tapes and records

which illustrate immature
speech, speech defects, and
regional speech dialects

Study checklists.
Conference with speech

consultant.

Review standardized speech
tests.

Read professional references.

Prepare case study on a child
having immature or defective
speech.

View videotape wesentation.
Group discussion.

Study references.
Observe demonstration by

speech therapist.

Attend lecture.
Observe demonstration.
Begin resource file.

Prepare materials for three les-
sons utilizing tapes, pictures.
field trip recordings, film
strips, and other materials.
c anthologies.

St udy references.

Prepare three taped lessons.

IV5A
Study references.
Observe demonstration.
Read journal articles.
Experiment with several ap-

proaches suggested by
colleagues.

View videotape demonstration.

Group discussion.
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Competencies
Criterion Behaviors

(Evidence of Competency Attainment) Learning Experiences

FBI Involves children in dictating group and individual stories growing out of meaningful experiences.

Entry Level

Provides a variety of meaningful
experiences which stimulate
verbal expression in children
including field trips, sensory
experiences, imaginative ex-
periences, story listening, pie.
ture interpretation, poetry
experiences, etc.

Leads children to use organized
language in relating real or
imaginary experiences to a
small group (sometimes
illustrating with episodic
pictures or filmstrips).

Leads children to relate a se-
quence of events in proper
order for a group experience
chart story (from school or
personal experiences).

Reveals a knowledge of tech-
nique for eliciting and record-
ing individual and group
dictated stories.

Uses individual and group;
dictated story experiences to
teach page orientation of left
to right, top to bottom, and,
incidentally, that writing is
merely recorded speech.

Uses individual story dictation
to teach directional orientation
to the written page, occasional
sight words, and a strong
interest in reading.

Advanced Level

Displays knowledge of research
on use of individual and
group dictated stories; recog-
nizes the major strengths and
potential weaknesses of these
approaches.

Specialization Level

Uses a collection of individual
and group-dictated stories to
demonstrate procedures to
beginning teachers.

Describes in a written PaPer.
Plans three lessons and de-

scribes two of them for class-
mates.

Demonstrates with five pupils
or demonstrates with class-
mates acting as pupils.

Shows chart that has been
prepared.

Demonstrates with three Pupils.
Outlines steps in a written

report.

Writes exam on dictated story
procedures and purposes.

As above

Performs on test.
Outlines and presents to

inexperienced teachers.

Displays a model collection of
several group and individual
dictated stories.

Presents an outline of planning
procedures.

Presents videotaped lesson.

IV-6-E

Lecture.
Study references.
Classroom observations.
Preparation of materials.

Lecture.
Practice with children and

colleagues.
Videotape viewing of demon-

stration.

Classroom observation.
Discussion with demonstration

teacher.
Examine charts made by others.

Lecture.
Study reference readings.
Observe demonstration teacher.

Reference reading.
Discussion.
Practice with three children.

As above

Reference reading.
Study research.
Prepare bulletin.

IV-6.S

Make collection of group and
individual dictated stories.

Study reference readings.
Analyze group and individual

dictated stories prepared by
experienced teachers.

Prepare a videotaped lesson on
procedures and practices in
utilizing stories for novice
teachers.
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Competencies
Criterion Behaviors

(Evidence of Competency Attainment) Learning Experiences

Specialization Level (Cont.)
Uses researched word list to

analyze vocabulary children
use in dictated stories and to
determine pupil readiness to
read published materials.

Experiments with group and
individual dictated stories as
part of a coordinated language
experience approach.

EProvides experiences through which
and occasional words.

Entry Level
Provides numerous opportunities

for children to see their names
and other printed words in
labels, captions, signs, charts.
games, and directions.

Leads children to perceive spe-
cific initial phonemes by iden-
tifying initial pictures which
illustrate words that begin
with those phonemes.

Provide opportunities for chil-
dren to match printed words
with pictures related to the
child's experiences, including
colors, days of week, kind of
weather, names of pets, special
holidays. etc.

Advanced Level
Identifies children who have

unusual difficulty in visual
learning.

Specialization Level
Examines several studies on how

ch.idren best learn to recognize
words. Explains to teachers.

Disseminates research findings
showing that knowledge of
names of letters of alphabet
may be one of the best pre-
dictors for a child's readiness
for reading.

rs

SlItnmal lies and reports to
teachers at an inservice
meeting.

Presents findings to teachers.

Study researched word lists.

Initiate an experiment.

children learn to recognize the letters of the alphabet.

Teaches children to write their initials

Entry Level
Leads children to draw their

initials as identification on art
papers.

Prepares a list of suggestions.
Demonstrates five of these for

classmates,
Begins to prepare an illustrated

notebook of ideas for future
use in teaching.

Describes two lessons in a
written report.

Demonstrates with five pupils.

Submits two prepared lessons.
Describes three picture-word

matching games that can be
used independently.

Lists behaviors which intik ate
chair ulty.

Leads teachers and provides
guidance in initiating two
experimental programs.

Demonstrates with test scores
from a classroom.

and occasional words.

Demonstrates or reports on
success with children.

written names,

View filmstrips.
Classroom observation.
Specified professional reading.

Lecture-discussion.
Study references.
Practice with children.
Preparation of lessons.

Study references.
Observe demonstration.
Study sample materials used.
Prepare individualized lessons

containing a collection of ma-
terialsi.e., objects, pictures,
toy animals, etc.with match-
ing captions or labels for two
children from diverse socio-
economic backgrounds.

IV.7-A
Compare behaviors of children

who learn readily through
vision and those who have
difficulty.

IV-7-S

Study research.
Group discussion.

Study research.
Summarize research.
Group discussion.

IV-8-E
Observe demonstration teacher.
Reference reading:.
Practice with children.
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Entry Level (Cont.)

Distinguishes bctw vn mature and
immature motor skill develop-
ment in beginning writing.

Enumerates the essential prin-
ciples in beginning writing
including: I) technique for
holding pencil, crayon, or
chalk; 2) position of paper;
3) paper lining; 4) hand
preference concerns; a) chalk-
board and Nix,- practice.

Provides models and experiences
which lead children to write
occasional words.

Advanced Level

Demonstrates a familiarity with
several handwriting methods
(including method currently
taught). Describes differences
in philosophy, letter forma-
tion, drills, and special
features.

Knows provisions that should be
male for left-banded child.

Specialization Level

Explains findings of research on
handedness to other teachers.

Demonstrates an informal test of
handedness for new teachers.

Investiotes effects of mixed
dominance on early visual
learning.

MODULE EXAMPLES

Criterion Behaviors
(Fs idence of Competency Attainment) Learning Experiences

Submits a writing-readiness
checklist.

Presents a series of games and
exercises appropriate for
motor skill development.

Demonstrates a lesson for ilass-
rr ites using three pupils.

Lists principles for teaching
early handwriting.

Demonstrates with a small
group of children.

Submits two lessons.

Presents a written summary.
Shows models to inexperienced

teachers and demonstrates.

l'repares an illustrated bulletin.

Summarizes and presents to
teachers on transparencies.

Demonstrates with twelve
pupils.

Outlines steps in administering
handedness test for inexperi-
enced teachers in a written
report.

Presents an oral summary of
findings to teachers.

Reviews case study.

EPlans and initiates units of related experiences.

Entry Level
Demonstrates knowledge of

suitable steps in unit planning
and teaching.

States unit outcomes in precise
behavioral terms including
I) cognitive, 2) affective,
and 3) psychomotor.

Enumerates steps in written
outline.

Presents unit steps on trans-
parencier to class.

Prepares tw.elve examples of
behavioral objectives and
classifies each.

Describes three to classmates.

Prepare writing readiness
checklist.

Attend lecture.
Read reference.
Begin a resource file of ideas

for developing motor skills.
Teach writing to a small group

of children for several days.
Study models from references

and manual.
Observe classroom teacher.

Prepare three activities.

IV.8 -A

Reference reading.
Study writing models.
Study manuals for writing

systems.

Practice with left-handed pupils.

Iv-8-S

Study research.
Study journal articles.
l'repare abstracts of research.
Observe demonstration teacher.
Prepare informal handedness

test.

Classroom observation.
Reference reading.
Discussion.
Prepare a detailed case study of

an individual with a hand-
writing problem.

Lecture.
Study references.
Study prepared units from text-

books and manuals.

Attend lecture.
Discussion.
Study reference.
Prepare an example sheet of

three types of objectives.
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Competencies
Criterion Behaviors

(Evidence of Competency Attainment)

Entry Level (Cont.)
Plans a tentative unit for two

weeks that will motivate
vigorous involvement.

Introduces a unit idea through a
variety of activities including:
role-playing, a teacher-made
chart, a film, a guest partic-
ipant, or other stimulating
activities.

Involves children in teacher-
pupil planning of unit and
related activities W insure
their interest and progress.

Culminates the unit in an audi-
ence situation.

Advanced Level
Review above points.

Specialization Level
Plans a procedure for diagnostic

pre- and post-assessment of
progress for each individual
during one unit.

10.

Presents written plans to
instructor.

Describes orally in a fifteen.
minute report to class.

Learning Expet ienci

Demonstrates to classmates
using two types of activities.

Presents two taped activities
made with a small grotty of
children.

Describes in a written revolt.
Develops a list of original and

suggested ideas for promoting
involvement.

Lists six examples of audit-me
involvement.

Describes two of the above fur
a hypothetical unit.

Review above points.
Demonstrate with children

using the above points.

Successfully administers instru-
ment to three pupils; inter-
prets results orally or in a
written report.

Shows a group of inexperienced
teachers how to administer
instrument.

Study references.
Assist classroom washer in unit

planning.
Study unit plans prepared by

master teacher.
Observe classroom demonstra-

tion.
Discseaion.
Lecture.
Prepare two tape recordings.

Lecture.
Observe demonstration by

experienced teachers.
Study references.
P.-actice with pupils.
Prepare a list of ideas to

initiate planning.
Study textbook suggestions.
Prepare resource file of suitable

activities.

Review above points.

Read research.
Group discussion.
Prepare a bulletin.

Inspires children to think creatively and use imaginative language in describing
roundings.

Entry Level
Provides opportunities for ail-

dren to investigate the detailed
nature of objects and events
and leads them to make dis-
coveries related to object
characteristics and operation.

Helps children to communicate
imaginatively and accurately
about details observed in
errtironment.

Leads children to enjoy figura-
tive expressions in stories
exaggeration and similes.

IV-9-A

IV-9-S

experiences and

Plans materials for four ies-on Attend lecture.
Begin resource file.
Read professional references

and current authoritative
suggestions.

stir-

IV.10-E

Demonstrates with two
leagues acting as ptipip:.

Describes three releiant citithior
actisities and 01i/cc indoor
actisities for a silnall groinp of
children. 4"

Prepares an inst4uctional plan
to be used for one lesson with
a small group of children.

Offers four examples of actts
ties which might moth ate
enjoyment.

Describes three in an oral
report.

Begins a resource file.

Study references.
Share ideas during informal

group discussion.

Attend lecture.
Study master teacher's tech-

nique.
Study children's poetry collec-

tions.
Study references.
Teach a small group of chil-

dren for several days.
l'repare resource file.
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Competencies
Criterion Behaviors

(Evidence of Competency AttaintnenD

Entry Level (Cont.)
Leads children to create stories

and rhymes in which they use
simple similes that des( ribe a
sensory experience.

Advanced Level
Proves familiarity with different

types of creativity. such as
expressive
productive
inventive
innovative
emerging

Displays a knowledge of stan-
dardized tests of creative
thinkingincluding those by
Torrance and Guilford.

Specialization Level
Uses a rating stale for identi-

fying child's use of imagina-
tive language including three
categories:

quality of ideas
definition of words
ability to verbalize ideas

Demonstrates knowledge of re-
search findings and implica-
tions showing that creativity
growth varies with different
cultures, decreasing in Ameri-
can children after age nine.

Demonstrates with six pupils.
Tapes two demonstration

lessons.

Prepares a written report.
Gives a brief oral description

to classtnates.
Deselops a chec k list to identify

types of creativity.

Examines and explains tests
orally.

Responds on test.

Successfully evaluates three
pupils and interprets results
orally or in a written report.

Summarizes research.
Explains implications of find-

ings in oral report to teachers.

Provides numerous unit and individual experiences to develop many
vocabulary that expresses the concepts.

Entry Level
Involves children in a rich

variety of experiences whid,
contribute to concept and
vocabulary development by
employing their senses in feel-
ing, tout king- manipulating,
smelling, tasting, and hearing
and in using words to describe
sensations.

Leads children to verbalize new
and repeated experiences to
foster vol abulary growth and
fixation of concepts related to
walks, field trips, experiments,
and social observations.

Involves children in meaningful
activities to broaden environ-
mental concepts through
comprehension of relation.
ships, comparison, contrast,
and classification.

Demonstrates two "touch and
tell" and one "tasting"
experience for classmates.

Puts examples in resource file.

()finis dace examples of con-
cept experiences and explains
orally to c lass.

Places examples in tesoto e tile.
Demonstrates one lesson with

small group of children.

Demonstrates through the use
of planned games and activi-
ties in a mini lesson.

Learning Ex perient es

Classroom demonstratioa.
Attend lecture.
Listen to taped recording of

pupil-teacher interaction.

I V10A
Study tecent research on

creativity.
Study references.
Prepare a creativity checklist.

Study standardized tests.
Study research.
Prepare videotape for teacher

demonstration.

IV-IO-S
Study references.
Construct a rating scale.
Pi attire with children.

Study research.
Prepare a summary of research

findings.
Group discussion.

common concepts along with the

IVIIE
Lecture.
View filmstrips.
Observe class demonstration.
Plan a "tasting party" or a

"touch-and-tell" experience.
Prepare resource notes.

IA:tune-discussion.
Study tefererue teadings.
Prepare resource tile sketches of

appropriate activities.

Study reference reading.
Share ideas from readings.
Observe demonstration.
View videotaped presentation.
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Competencies
Criterion Behaviors

(Evidence of Comretcncy Attainment) Learning Experierrres

Advanced Level

Provides numerous firsthand and
vicarious ex periences to pro-
vide for individual differences
in developing concepts and
vocabulary through use of
models, dioramas, exhibits,
pictures, films, interviews,
listening to poems, stories,
records, making plans, and
sharing experiences.

Differentiates among the three
types of concept development:

simple concrete concepts
classification concepts
abstract concepts

Specialization Level

Devises an informal concept.
vocabulary list for assessing
growth and needs of individ-
ual pupils.

Explains research on preschool
and early school concept
development as it relates to
later success in reading and
language growth.

Experiments formally with two
methods for promoting con-
cept- vocabulary development.

Plans materials for four lessons.
its examples in resource file.

Describes three examples of ex-
periences which provide for
individual differences to
classmates.

Performs on quiz.
Prepares a chart and presents

to class in oral presentation.

Demonstraus with two pupils
for teachers.

Helps other teachers prepare
lists.

Reports findings to teachers in
an oral presentation at
faculty meeting.

Outlines plans for two experi-
ments.

Provides leadership in initiating
and carrying out comparative
experiments.

IV -11A

Prepare a bulletin.
Class demonstration.

Make resource file on firsthand
and vicarious experiences for
developing concepts and
vocabulary.

Study professional references.
Attend lecture-discussion.
Prepare a chart or transparency

on classification of concepts

Study research and recent au-
thoritative recommendations.

Prepare an informal concept
vocabulary list.

Study recent research.
Prepare abstracts of research

for teacher use.

Study research.
Discussion,
Analyze results of two experi-

ments and reports findings.

Continuing Assessment

It is recommended that in assessing professional competency growth in this
module (as specified by criterion behaviors) the following techniques be em-
ployed.

I. Tests and quizzes: Two Written testsobjective and essay type questions.
Test one, to include materials presented in the first half of module.
Final examination, to cover entire Module Four. Optional quizzes to be
used in lieu of written reports or demonstrations as specified by individual
instructor.

2. Observations of performance: including accurate contributions to class
discussion, effective committee participation, and skill in obtaining pupil
growth.

3. Analysis of preparation performance: including lesson planning, demon-
strations, reports, and preparation of original materiai.
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Chapter Nine

Teaching Word Attack Skills: Resource Module 6
ROSEMARY S. HULSMAN, LINDA M. POTANKO, AND BETTY HORODEZKY

Prepared: April 1972
Revised: October 1972

March 1973'

It is recommended that this resource module be used as a guide in the preparation
of instructional modules in the undergraduate programs of all teachers at all
levelsearly childhood, elementary, middle school, secondary reading and En-
glish, and secondary teachers in the other content fields. Additional instructional
modules are needed at the graduate level by all teachers, except perhaps those
of secondary content 5.1ds other than English. Inservice education modules in
this area also can be especially useful to teacherS who are seeking ideas for a
variety of independent and team-learning activities which youngsters can use
for meaningful practice of word attack skills.

Introduction to Module Six

Through participation in the learning experiences of this module on Word
Attack Skills teachers should become competent in helping children utilize the
following clues:

1. configuration
2. consistent graphonemes

Appropriate dates for preparation and revision of the sample resource modules are given
as a means of indicating when modules were revised in response to suggestions from field
consultznis and other experts. Some of the revisions aho include findings from the testing of
instructional modules based on the resource module.
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3. morphology
4. syllabication
5. phonic sounds
6. context

MODULE EXAMPLES

Teachers should become familiar with variations in four methods for teaching
word recognition:

I. whole word
2. analytic
3. synthetic
4. combination methods

Fluent reacting can never occur until the youngster recognizes most whole
words and phrases in his materials automatically and instantaneously. The
module, therefore, must include a number of activities for helping children
recall and respond to words quickly at sight. These activities frequently should
be of individual and pupil-team types which children can pursue somewhat
independently while the teacher works with instructional groups.

Teachers at the advanced and specialization levels will study the research on
Word attack skills in depth and become prepared to do experimentation and
offer leadership in program improvement.

Preparticipatim, Assessment

The preassessment for this module on the teaching of word attack skills will
consist of objective examinations to be administered to students when they enter
the program at all levels. This test will cover the principles of word attack skills
as well as the procedures and methods for teaching these skills. It will include
more detailed information and research findings at the advanced or specialization
levels than at the professional entry level.

At the advanced level, a self-assessment checklist also may be completed by
each entering student to assess his areas of strength and weakness in teaching
word attack skills. If there is a sizable discrepancy between the student's assess-
ment of his skills and his standing on the objective examination, he should be
given a personal interview with the instructor to determine the causes of the
discrepancies.

At the specialization level, in addition to an objective test, a self-evaluation
based on ir .-.:grour interviews regarding the strengths and weaknesses in
teaching word tack skills should be required.
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MODULE SIX
WORD ATTACK SKILLS

1.03

Competencies
Criterion Behaviors

(Evidence of Competency Attainment) Learn ing Experiences

Develops auditory discrimination capabilities as part of the reading read
beyond Module Four)

Entry Level
Teaches children to identify

similar beginning sounds, end-
ing sounds, and rhyming
sounds in words.

Advanced Level
Identifies which sounds may cause

most difficulty for children at
the readiness level.

Identifies whic tt sounds cause
most difficulty 'or children
from atypical backgrounds.

Specialization Level
Determines causes for inability in

children to discriminate among
certain sounds.

Presents a series of lessons
demonstrating three tech-
niques for teaching each of
these concepts.

Shares tape or worksheets with
group.

Summarizes the research on
difficulties in sound
discrimination.

Presents case study summary.

Shows and describes several
modality or screening tests
for inservice faculty meeting
such as The Baxter Modality
Test or selected subtests from
the Illinois Test of Linguistic
Ability.

Aids teachers in interpreting
test scores from one class.

[]Assesses child's ability to recognize differences in printed symbols.

Entry Level
Administers simple readiness

exercise in w!rich child is asked
to identify the symbol that is
different in a given set.

Providet rcperiences for a child to
learn to ;dectify upper and
low case letters of the
alt .tbet.

Advanced Level
Demonstrates knowledge of re-

search which es aillateS visual
training program at the read-
ing readiness level.

Recognizes special procedures
that should provided for
visually immature children.

iness program. (Maintenance step

Vl.l.E
Study textbook references.
Make a tape to use with group

of children demonstrating
various techniques employed.

Develop one tape and/or three
worksheets for independent
practice or team work.

VI.1-A
Study journal research articles.
Construct and administer a test

to identify sounds causing
difficulty for children at the
readiness level.

Prepare a case study for one
child and describe to class-
mates.

VI-I-S
Select tests through professional

references.
Study rests and manuals.
Practice with colleagues and/or

children.

Classify a group of children
according to modality
difficulties.

(Maintenance for Module Four).

Administers instruments to four
classes and reports results.

Shows samples of two lessons to
be placed in resource file.

Outlines four appropriate ex-
periences in a written report.

Cites six to eight studies orally
or in writing.

l:eports on findings and impli-
cations of these studies.

Performs on test.
Shares a packet of games and

exercises with classmates.

V1.2.1E

Prepare a series of games and
worksheets for the teaching
of letters and visual dis-
crimination of letters.

Study te-, cher's guides for sug-
gestions on teaching letter
identification.

View demonstration by master
teacher.

Follow teacher's manual.

Study research in journals.
Determine validity of selected

research studies.

Study procedures recommended
by experts.

Prepare a packet of games and
exercises for three lessons.

Consult with college faculty
and experienced teachers.
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MODULE EXAMPLES

Competencies
Criterion Behaviors

(Evidence of Competency Attainment) tug EXPO i CFR CS

Advanced Level (Cont.)
Examines sus vial recent studies

which have in% est igat ed eta-
(kinship between sistial dis-
crimination and achievement
in reading.

Specialization Level

Explains the behasiots whit It ale
characteristic of t hildren with
poor visual per«ption such as
insensitiveness to similarities
and differences in pictures,
words, and letters; copies and
draws poorly, etc.: provides
measures for tort ern% e proce-
dures for these.

Administers a perceptual ten
such as Frostig Developmental
Test of Visual Perception.

Stunmarites and shares :hidings
in a written and oral report.

Demonstrates with the use of a
videotaped lesson.

Helps teachers prepat e a
ellet klist.

Administers to two children:
interprets results and impli-
cations in a rrlhien summary,
intik:ding shortcomings as
well as values.

Determines ways lot developing and expanding sight vocabulary.

Entry Level
Introduces, teaches, reinforces,

and evaluates basic sight vocab-
ulary learning througn games
and interesting firsthand
experiences.

Prepares lesson plans for intro
during sight vocabulary with
emplmsis on internal configura-
tion pattern.

Advanced Level
Locates in the literature addi-

tional techniques for expanding
sight vocabulary, such as:

Association of meaning with
word form.

Identification of word by
context clues.

Identification of word by use
of phonetic and structural
analysis in addition to con-
figuration and context clues.

Constructs test to measure stu-
dent's ability 'to learn sight
vocabulary by toe of configura-
tion clues and striking
characteristics.

Devises new games for motivating
sight word study.

Demonstrates tin cc of these
techniques through a video
taped lesson.

Submits two lesson plans.
Reports results of one plan

used to class.

Presents a written summary to
instructor.

Reports findings to an ele-
mentary school faculty.

Submits findings from test
administration.

Presents a sample kit of games
and describes to teachers.

Study reseat,11 on visual
disc rimittation.

Prepare abstracts of research.

Prepare instructional bulletin
for teat hers,

Esaluate teacher-made check-
lists,

Collect materials for visually
immature.

Consult wide plc dessional staff
who base used these tests.

Practice with chit
Review p-rceptual tests in

Bums.

View filmstrips on sight word
games.

Study manuals, workbooks, and
supplementary materials of a
basal reader series for teach
ing basic sight vocabulary.

Tiy one plan with small group
of children.

Study research.

Prepare a paper on findings.

Study sae ions sight word tests.
Study strengths and weaknesses

on tests.

Study manuals for games.
Read professional books and

journals.
Examine teacher-made games.
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Compel end es
Criterion liehaviots

(Evidence. of Cotnpetent y Attainment) Learn ing Expel iCIICC3

Specialization Level
Summarizes research findings on

the frequency of use of basic
sight words at various grade
levels.

Plans an experiment comparing
techniques for developing and
expanding sight vocabulary.

Repotts findings in an article.

Presents research report on
similar studies.

Outlines and describes experi-
mental plan at faculty
fleeting.

Shares findings with teachers.

Sew It literature.

Review research.
Consult with colleagues and

experts.
Develop plan for involving

staff tnembcrs in executing
experiment.

Publish research findings.

Teaches the techniques for using context clues to unlock the pronto iation of printed

Entry Le'..el

Dentonsttates understanding of
the following tecluticittes using
context clues:

Use td inclines and sentence
context in the identification
of printed words.

Use of context clues to the( k
phonetic analysis.

Use of the context of both
sentence and paragraph to
determine meanings that
one has not previo.isly
associated %dill it printed
word.

Use of context clues to check
various meanings of pre
fixes and suffixes.

Use of context clues to deter-
mine the accent and mean-
ing of many words such as
permit, per mit'.

Use of corm xt clues to
choose the appropriate
definition of a word in a
dictionary.

Advanced Level
Proves continued familiarity

with the ti, Minutes using con-
text clues listed under profes-
sional entry level, adding clues
based on appositional phrases
and redundant y.

Specialization Level
Advises on development of

teacher-made tests in assessing
students' abilities and tech-
niques to utilize context clues
in pronouncing new words.

Written test performance in
wok It the tottect technique
for using context clue is
matched to the apploptiate
situation.

Submits sample lessons for
teaching each type.

Or

Assists CLOS rO0O1 teacher ;n the
tenthing of three of these
skills and describes in a
written report.

Submits outlines of taped
lessons.

Conducts a series of inservirc
meetings with teachers on
test construction.

Submits results of measure
meat on several pupils.

words.

VI-4.E
Reference study.
Place study notes in resource

file.
Take notes from lecture.
View several taped lessons given

by experienced teachers at
the advanced level demon-
strating several of these
techniques.

Try techniques with a few
children.

VI-4-A

Prepare a series of taped lessons
in which Ole various tech

usoug context cities
arc taught.

Share these lessons with
teachers at an inservice
meeting or students at the
professional entry level.

Refer to literature.
Review published tests.
Study validity and reliability

factors in test construction.
Administer measurc to several

students at various grade
levels.
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MODULE EXAMPLES

Criterion Behaviors
Competencies (Evidence of Competency Attainment) Learning Experiences

Demonstrates an understanding of the various types of word analysis and synthesis skills used in attacking
sttange words and an understanding of general principles of institution in these skills.

Entry Level
Stmt., the various types of word-

analysis skills that a child
should have an opportunity to
learnconsistent graphoneme°
recognition, phonic sounds,
morphology patterns,
syllabication.

Un.erstands that greatest efficiency
:s achieved by recognition of
'anger elements first aid resort-
ing to separate letter sounds
last, but encourages other
approaches some individuals
find usefttl.

Leads children to adopt these
word - recognition techniques
that are most etre, tisc for them
individually (int luding context,
whole-word, and analysis-
synthesis techniques).

Advanced Level
Categorizes instructional pro-

grams according to whether
beginning materials emphasize
an analytic, a synthetic, or a
combination method of word
attack.

Understands that word attack is a
function of

Interaction of linguistic
variablesphonologic al,
morphological. syntactic,
and semantic.

Interaction of the child
with these linguistic sari-
ables by means of cogni-
tive processes (analyzing,
categorizing, sorting, clos-
ing). manipulating, adding.
substituting, arranging,
synthesizing, and
generalizing.

Determines child's stage dud
pattern of cleselopment in
word attack skills.

Speci.,lization Level
Leads experimentation to deter-

mine which of two or three
word attack programs are most
successful in one or more
classrooms.

Lists skills in a quiz.

States 1,,,ssibl sequence in
which pupils should try
techniques.

Demonstraces with three
children.

Provides list of names of ten
children with types of tech-
Mimes they seem to ese most
circa tively.

Presents to class.

Submits a paragraph describing
cash of two or three pro
grams that arc somewhat dif-
ferent, and categorizes each;
also shows how synthesis
requirel some analysis.

Writes summary of program
analysis.

Submits word attack activities
illustrating different cognitive
processes.

Submits word attack activities
illustrating the use of three
different processes for dealing
with linguistic variables.

Submits word attack inventory
results on three children.

Presents detailed results to
members of discussion groups.

VI.5-E
Study assigned teadings.
View filmstrip,
Participate in lecture discussion.

Discuss in class group or
faculty group.

Observe demonstration.

Experiment with ten children
by teaching a given number
of different words with dif-
ferent wordmognition
techniques.

VI-5-A

Kea(' professional texts.
Analyze sets of published

materials.
Des clop ctiteria for analysis.

Analyze a published program
to determine which linguistic
variables and cognitive pro-
cesses are utilized.

Prepare word attack actisities
to extend published program.

Participate in lecturediscussion.

Study published skills inventory
and manual or prepare an
inventory.

Administer inventory.

VI.5-S

Analyze instructional material
and select programs having
different approaches.

See footnote at end of major competency 6.
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Competencies
Criterion Behaviors

(Fsidence of Competency Attanment) Learning Experiences

Specialization Level (Cont.)
Demonstrates familiarity with re-

search on effectiveness of dif-
ferent word attack approaches
for children having varied per-
ceptual habits and attitudes,

Presents summary of research
to colleagues or to instructor.

6. Teaches children to recognize a large number of graphonemes
elements in many words.

Entry Level

Teaches beginning readers to
recognize between 25 and 50 of
the most frequently occurring
glaphonemes and to use them
in building and analyzing one.
syllable words. (Examples: ab,
an, ed, rut, ill, in, og, ud)

Teaching continuing young
readers to recognize and use
between WO and 200 addi-
tional common graphonemes to
be utilized in building and
analyzing one- and two-syllable
words.

Advanced Level

Analyzes published reading pro-
grams to determine which
graphonemes arc introduced.

Plan experiment with coopera-
tion of teachers and initiate.

Analyze and summarize re-
search reports.

which have stable phonemic values as sound

Submits lists of gt aphonemes
and the common words in
Whit h they occur and will be
taught.

Submits three games used to
teach graphonemes and their
substitutions in words.

;Extension of above)

Submits esalstation of three
programs.

Specialization Level

Determines suitability of list of Pccscnts icport of analysis.
graphonemes taught in the Disciisses implications with
schoot. teachers.

171 Demonstrates a knowledge of phonics instruction as a part of the word-attack

Entry Level

Leads children to discover sounds
of individual consonants in
different positions.

Initial position of cnnsonants
in words.

-Explains importance of leading
children to discovery of the
phoneme-grapheme relation-
ship rather than merely
memorizing rules.

Teaches a lesson to a group of
children introducing ottc
initial consonant.

VI.6.E

Make lists of suitable grapho-
mines from professional
refer ences.

Prepare a game for teaching
them.

Involve three children in
building words from several
common graphonemes.

(Extension of above)

Study guides and textbooks.

Compare lists of graphonemes
taught in a school reading
program with published fre-
quency lists of words in ma-
terials that primary children
usually are expected to be
able to read.

program in reading.

Study professional texts an
guides for reading programs.

Prepare four techniques to be
used in teaching an initial
consonant.

Graphoneme is a closed syllable, one which begins with a vowel and ends with a consonant, semivowel, or
"silent e", e.g., an, ay, ate..

See Virginia W. Jones. Decoding and Learning to Read. Portland, Oregon: Northwest Regional Educational
Laboratory, 1970, p. 7.
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Competencies
Criterion Behaviors

(Evidence of Competency Attainment) Learning Experiences

Entry Level (Cont.)
Final position of consonants

in words.

Initial and final consonant
substitution use.

'reaches when consonant letters
are silent in words.

Establishes understandings that
some consonant sounds are
represented by several different
letters and some fetters repre-
sent more than one sound.

Demonstrates an understanding
that two- or three- letter blends
may be divided into three
major groups on the basis of a
common letter.

Recognizes that digraphs are a
combination of two letters
which result in a single speech
sound.

Leads children to discover general
principles which govern vowel
sounds.

"Long' vowel sounds are usually
identified as the names of the
vowel letters: a, e, i, o, L.

Submits tape or game.

Submits list of substitutions
taught.

Prepares and teaches one lesson
under supervision of class-
room teacher.

Shares 'ists prepared with class.
Teach(' simulated lesson to

group of colleagues.

Shows chart and explains to
class.

Submits a sample list of con-
sonant blends including:
I) those which begin with s,
2) those which conclude with
1, 3) those which conclude
with r, and reports to class.

Presents a chalkboard lesson in
which digraphs arc used in
key words.

Simulates with class members
a strategy for developing
understanding of a phonics
principle.

Responds correctly on tests
concnrning general applica-
tion of vowel principles.

Submits taped lesson.

Ptepate a tape to be used in
teaching final position of a
consonant.

Or
Construct one game that can he

used in teaching of final
position of consonants.

Compile a list of known words
from basal reader which can
be used by child to make
new words by means of
initial or final consonant
substitution.

Select a lesson that will
strengthen the child's ability
to recognize new words
which are the same as known
words except for the initial
or final consonant.

List examples of silent con-
sonants and insert in resource
file.

Prepare a worksheet for col-
leagues listing pairs of known
1.ords such as milk-talk,
cold-could, and have them
identify which word has the
silent consonant.

Construct a worksheet which
includes these principles.

Prepare two charts: I) demon-
strating different letters for
same sound and 2) demon-
strating different sounds for
the same letter.

Review commercial materials
available that can be used
independently by child in
working with consonant
blends.

Prepare a list of two- and
three-letter consonant blends.

Construct visual aids using
flannel hoard or overhead
transparencies to teach con-
sonant digraphs.

Practice with children.
Prepare a series of tapes with

accompanying worksheets to
be used in teaching of
various vowel sounds.

Classroom observation.
Study readings.
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Competencies
Critction Behaviors

(El idence of Competency Attainment) Learning Experiences

Entry Level (Cont.)
A single vowel followed by a

consonant in a syllable usually
represents the "short" sound.

A single vowel which zoncludes
word or syllable usually repre-
sents the "long" sound.

In vowel digraphs on, en, er,
ay, the first vowel is usualk
"long," and the second vowel
is silent. The digraphs no, au,
and ew form a single sound
which is not the "long" sound
of the first vowel.

in short words containing two
vowels, one of which is final r,
the final e is usually silent and
the middle vowel is usually
represented by the long sound.

Single vowels followed by r
usually result in a blend sound.
The vowel a followed by 1 or
ut usually results in a blend
sound.

The letter y at the end of words
containing no other vowel
represents the long sound of
lore.

Diphthongs are two-vowel corn-
binitions in whkh both vowels
contribute to the speech sound.

Advanced Level
Demonstrates an understanding

of some of the moblems, atti
tudes, and misunderstandings
concerning phonics today.

Displays a knowledge of history
of plamics in America.

Cites findings from seseral re-
search studies showing which
vowel rules have limited efficacy
for sounding out English words.

Specialization Level
Constructs guidelines for sequence

of teaching consonant sounds.

Initiates a study of two basal
readers to Mid the percentage
of words that follow the
general vowel rules.

I cads distussion trump on
problems of phonits.

Presents a Intel teport or out-
line On the history of phonics
in American education.

Cites three to five studies
orally or in writing.

Discusses implications.

Charts guidelines.

Prepares a report of findings
and shares with teachers.

VI7A
Study research on phonics

teaching.

Croup discussion.

Study journal.
Read research.

Y1-7-S

Review current authoritative
opinions.

Study research.
Conduct experimental research

using a gl411, of children to
determine most effective
sequence for reaching
consonant sout:ds.

Study manuals.
tiew appropriate materials

and references.
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Competencies
Criterion Behaviors

(Evidence of Competency Attainment) Learning Experiences

EUnderstands the use of roots and affixes in helping a child to attack

Entry Level

Provides childien with experi-
ences in readiness for strue
tural analysis before they
begin to read.

Demonstrates familiarity with
structural analysis by teaching
children to attack new cords by

Understanding that in con-
tractions the apostrophe
stands for the omission of
one or more letters when
two words are combined.

Identifying toot words and
inflectional endings as
meaning Inuits.

Identifyit g known root
words in compounds and
developing an understand-
ing that two root words
may combine their mean-
ings to form a compound.

Learning to identify suffixes
as meaningful parts of
words.

Learning to recognize the
inflectional endings er and
-est of comparison and
developing the understanding
that the spelling of a root
word may change in an
inflected or derived form.

Noting that prefixes, like
suffixes, arc added to root
words to make new words.

Recognizing pront.nciations
and meanings of many com-
mon prefixes and suffixes.

Advanced Level

Prepares an instructional bulletin
describing sequence and Lech-
niques for teaching roots and
affixes.

Spedalization cvel

Constructs an informal test of
word analysis skills.

new

Demonstrates a lesson that
focuses on !mitring structura'
units in words and noting
their function.

Uses the chalkboard to give a
demonstration lesson for
colleagues on how to teach
contractions.

Reports results to classmates.

Constructs a chart that shows
pairs of root words that
might be combined to form
compound words.

Administers sample test to
colleagues.

Distributes list to classmates.

Compiles a list of prefixes and
their meanings.

Demonstrates with a small
group of children.

Distributes to colleagues.
Submits for publication.

words.

Lecture and discussion by
expert.

Read references.
Study use of pictures, flannel

board, and guided oral activi-
ties in teaching structural
analyses of printed words.

Prepare a booklet listing activi-
ties to be used in teaching
contractions.

Make a set of transparencies to
be used with overhead pro-
jector to instruct children in
identifying root words and
inflectional endings.

Develop transparencies for
individualized work.

Prepare game on compound
words.

Use commercial workbooks to
compile a list of exercises to
reinforce child's understand-
ing of compound words.

Review tests that measure stu-
dent's understanding of
suffixes.

Construct several visual aids to
teach comparison.

Prepare a series of small group
activnies to provide a class
with .Jditional practice and
review with inflectional end-
ings of comparison.

Add to resource file.

Observe classroom demon-
stration.

VI-8-A

Study references.
Consult with expert teachers.

VI-S-S

Administers to several groups Use test results for grouping
of children. and instruction.
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Criterion Behaviors
Competencies (Evidence of Competency Attainment) Learning Experiences

Specialization Level (Cont.)
Conducts a study us:ng a fourth

grade social studies test to
determine number of

polysyllabic words in a given
number of pages

words with inflectional
endings

words with suffixes
words with prefixes
different prefixes and suffixes

9.

Repots findings to colleagues. Study references.

Publish findings for other class-
room teachers.

Teaches children to apply phonetic principles to syllabication and accent determination.

Entry Level
Demonstrates the importance of Tapes a classroom lesson

using «nisottant substitution illustrating these principles.
and visual clues to vowel
sounds as a means of attacking
one-syllable words.

Demonstrates methods used to Reports on one method of
teach children to hear syllables e- aclting syllables.
in spoken words and recognize Doronstrates syllable game
a syllable as a word or part of ir,.5 a small group of
word in which one vowel eh, Ithen.
sound is heard.

States rules for attacking two Deve!,;, a booklet illustrating
syllable words. these rules.

Reveals familiarity wnit skills Comni',..s a checklist of these
necessary to attack multi-
syllabic words rich as:

identifying patterns of accent,
noting that accent may shift

in a derived form,
using a variety of visual

clues to primary accent,
and

using the "schwa" sound in
unstressed syllables.

Advanced Level
Compiles a list of commercial Prepares written list for dis-

materials which can be used in tribution to colleagues.
teaching syllabication.

Evaluates three teachers' manuals Presents list in an oral or
from basal readers as to written report at an inservice
approach for teaching syllabics- meeting for teachers.
tion and accent.

Specialization Level
Demonstrates knowledge in use Shares with teachers at inservice

of standardized tests containing meeting.
subtests on syllabication. Refers to yearbook of mental

measurements and prepares
a bibliography of tests with
these features.

Constructs a test to evaluate a Administers test to three dif-
student's knowledge of the ferent ability groups and
principles of syllabication and compares findings.
accent. Summarizes in a brief written

report.

VI-9-E

Study reference.
Write lesson plan.

Construct several games for
teaching the number of
syllables in a word.

Study phonic workbooks and
professional references.

Practice use of checklist with a
small class.

Study instructional materials
published.

Study manuals.

VI.9-S

Examine tests.
Study references.
Prepare a bibliography of sub-

tests on syllabication.

Discuss findings with colleagues.
Publish findings in professional

journal.
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Continuing Assessment

MODULE EXAMPLES

The continuing assessment will not be in separate unrelated steps. Instead, the
adequacy of each performance will be judged as the teacher-learner completes
and demonstrates proficiency in the criterion behaviors listed.

Upon the completion of each competency, the learner will be permitted to
continue to the next.

CONTRIBUTING CONSULTANTS

Harvey Alpert, Hotstra University
Morton Bowl, University of Pennsylvania
John E. Merritt, The Open University, Bletchlcy, Buckinghamshire, England
Carol K. Wink ley, Northern Illinois University
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Because this module develops understanding of the fundamental nature of com-
prehension, as well as fostering skills of teaching, it is particularly important that
it be utilized in the preparation of instructional modules at the professional entry
level for all elementary and secondary teachers. Likewise, it is essential that it be
included in graduate study and inservice programs for all teachers.

Preparticipation Assessment Procedures

Each participant should be pre-assessed for prerequisite behaviors and compe-
tencies within the module.

The participant is expected to attain these behaviors before attempting this
module at the professional entry level:

a. knowledge of diagnostic teaching procedures,
b. skill in the administration of survey tests in comprehension (completion of

professional entry level of the resource module: diagnostic evaluation of
reading progress), and

c. skill in motivating pupils to read thoughtfully.

The following procedures for pre-assessment are recommended to determine a
participant's level of competency before he enters this module:

a. self-assessment, i.e., he evaluates his competencies in relation to those listed;
b. shared assessment between advisor and advisee, i.e., the advisee compares

his assessment of competencies with his advisor and they reality test the
conflicts;

c. brief written or oral examination (especially in the cognitive areas);

113
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d. demonstration of criterion behaviors; and
e. approval by a competent faculty member or a competent school adminis-

trator based on a knowledge of the participant's past experiences.

If this assessment reveals that a student already has mastered a competency
included in the module, he should not be required to do the tasks except as a
maintenance or review procedure.

MODULE SEVEN
DEVELOPING COMPREII F:NSION-A LY 515 OF WANING

Competencies Criterion Behaviors Learning Experiences

Demonstrates an understanding of the comprehension process.

Professional Entry Level
Identifies and explains the tasks Adequately prepares list of

necessary for literal compre. literal comprehension tasks
hension, focusing attention on and explains the function of
content, recognition of mean- each
ing, etc.

Knows that comprehension, a Achieves 80 percent accuracy
requisite for reading, requires on an exam.
association of meaning with
symbols; that se:balism (word
calling) is not reading. since
understanding is not taking
place; and that real or vicarious
experience is essential for asso-
ciating meaning with symbols.

Concludes that since the level and Reports findings in a paper.
depth of comprehension vary
greatly from student to student
(purpose, interest, experience),
instruction must be individual.
ized as much as possible.

Advanced Level
Knows a developmental sequence

for teaching the tasks of
comprehension.

Demonstrates that the same tasks
involved in comprehending
printed materials are involved
in comprehending spoken words.

Uses research findings and reli-
able and valid information in
attacking problems.

Specialization Level
Presents to teachers new research

findings concerning the com-
prehension process.

Submits a list. Defends the list
orally or in writing to a
faculty group.

Writes a paper reporting the
findings.

Consistently consults research
throughout advanced level
of this module.

Presents to teachers a one-hour
inservice program.

Or

Prepares a service bulletin.

VII.IE
Attend lecture. Re: d appro.

i ate references.

Read text references. Attend
lectures. Observe a videotape
of verbalism. Determine
pupils' levels of comprehen-
sion in reading and their
backgrounds of experiences.

Observe similarities and differ-
ences among pupils in com-
prehending the same selection
and relate findings to con-
cept. Attend discussion.

VII-I-A

Read text reference. Consult
recent research findings.
Identify the tasks of compre-
hension. Discuss with group
when tasks should be intro-
duced to pupils. Observe
pupils' hrthaviors at various
levels.

Study references. Consult recent
research findings. Compare
and contrast accurate com-
prehension of two groups of
pupils (reading and listening).

Be positively reinforced for
reading research.

VII-I-S
Consult recent research. Attend

planning sessions With II i

versity staff and peers.
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Competencies Criterion Itehasiors Learning Eqierien..es

Exhibits competence in teaching meaning signals given

Professional Entry Level
Demonstrates that meaning resides

in phrases or thought units
that make sentences.

Teaches punctuation marks as
signals of interpretation, mean
ing, and division of thought
units.

Perceives syntactic differences in
sentence structure, their effects
on meaning, and resultant
increase of reading difficulty.

Teaches pupils to perceise mean-
ing in various sentence patterns.

Trains pupils to rccognize the
antecedents of pronouns.

Teaches pupils that a new para
graph begins with an indenta-
tion and presents another idea.

Exhibits an understanding that
paragraphs are structured
around one idea which, if
directly stated, will be found in
a topic sentence and will be
developed by supportive details.

Knows that the perception of
purposes for writing (narrative,
expository, argumentative)
signals the main idea and the
supportive details.

Advanced Level
Exhibits understanding and skill

in teaching meaning signals by
language-structure patterns
(maintenance or review).

Lists the developmental sequence
of teaching meaning signals by
language structure patterns at
the primary, intermediate, and
secondary levels.

Is sensitive to different language
patterns of pupils. Notes effect
on literal comprehension.

through the structin and pattern of the language.

Demonsttates to peers and as-
sessor how sentences can be
subdivided into thought
units.

Submits lesson plans and
assessor's evaluation.

Completes a test.

Submits test results of tutored
pupils.

Teaches pupils to identify
antecedents with 80 percent
ace u, acy.

Teaches pupils to identify new
new paragraphs with 80
percent accuracy.

Explains to a faculty assessor
how certain instructional ma-
terials develop pupils' under-
standings of paragraph
structure.

Submits lesson plans, instruc-
tional materials, and assessor's
evaluation.

Teaches professional entry-level
students.

Submits a deselopmental skills
sequence list. Justifies se-
quence with research findings.

Demonstrates sensitivity in deal-
ing with pupils. Reports find-
ings on comprehension.

VILE
Consult appi.Triate references.

Ait end lectures. Complete
practice exercises.

Attend lectures. Observe dem-
onstration teacher. Teach a
group of pupils to interpret
several marks of punctuation.
Discuss lesson with demon-
strator teacher.

Attend discussion sessions.
Study references. Complete
practice exercises.

Observe demonstration teacher.
Plan lessons with peers and
faculty. Implement lessons
with pupils.

Study instructional materials.
Prepare and implement
lessons for pupils.

Attend lecture. Study refer-
ences. Plan lesson with peers.
Implement lesson for pupils.
Analyze strengths and weak-
nesses of presentation with a
faculty member.

Review literature. Attend dis-
cussion session with reading
materials specialist. Observe
demonstration teacher. Select
and use instructional ma-
terials with pupils.

View videotape demonstration.
Study a variety of instruc-
tional materials. Plan lessons
and implement with pupils.

VII-2A
Prepare lessons for teaching

meaning signals to preservire
teachers.

Attend seminar with resource
Personnel: developmental
psychologist, reading ma-
terials specialist, and faculty.

Review research.

Study references on different
language patterns. Attend
discussion session with lin
guist. Compare and contrast
the comprehension of pupils
with different language
patterns.
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MODULE EXAMPLES

Competencies Criterion Behaviors Learning Experiences

Advanced Level (Cont.)
Develops a method to evaluate Prepares and uses a checklist to

materials for the etre( tive in- evaluate inst uctional
struction of meaning signals materials.
given through the structure
and pattern of the language.

Specialization Level
Seeks references whit It report

new findings in linguistic
studies that suggest new ap-
proaches to the teaching of
meaning signals given through
the structure and pattern of
the language.

Demonstrates new materials
available to teach meaning
signals given through language
patterns. Presents strengths,
weaknesses, interest levels, and
reading levels.

Prepares written report.

Demonstrates new materials to
peers or makes videotape.

Demonstrates competence in teaching the tasks of literal comprehension.

Professional Entry Level
Teaches word meanings by using

the context.
Exhibits knowledge of concepts

and methods its written re-
port of experiences in teach-
ing pupils.

Teaches word meanings through Submits lesson plans, instruc-
word analysis or structural tional materials, and pupils'
analysis, written work.

Guides pupils to the realization Teaches a small group in the
that most words have more presence of a faculty
than one meaning, assessor.

Facilitates the study of word Submits a report on the
meaning through synonyms and strengths and weaknesses of
antonyms. lessons.

Trains pupils to recognize quali-
fying words and their effects
on meaning.

Instructs pupils to recognize and
interpret homonyms.

Tutors pupils in the interpreta
tion of figurative language.

Teaches pupils to interpret idio-
matic expressions.

Submits a tape recording of a
discussion with pupils.

Teaches pupils to identify
homonyms and produce ap-
propriate meaning with 70
percent accuracy.

Submits lesson plans and tape
recording of lessons.

Teaches pupils to identify idio
=tie expressions with 70
percent accuracy.

Review current methods and
fauns. Attend discussion with
resource staff and peers.

VII.2-S

Review research. Attend dis-
cussion grow,.

Study references. Use ma-
terials. Plan for demonstra-
tion with university faculty
and peers

VII-3-E
Read appropriate literature.

Observe demonstration
teacher. Attend lecture. than
lessons. Implement lessons
with pupils.

Read appropriate literature.
Obserse demonstration
teacher. Attend lecture.
Teach pupils.

Study references. Interact with
peers. Plan lessons. Prepare
instructional materials.
Instruct pulpits.

Attend lettuce. Read references.
Plan with peers. Teach
pupils.

Attend discussion sessions. Reach
references. Discuss with peers.
Observe demonstration
teacher. Practice the art of
questioning.

Attend lectures. Read appro
priate literature. Interact
with peers.

Attend discussion group. Read
references. Observe demon-
stration teacher. Plan with
demonstration teacher. Teach
pupils.

Attend discussion session. Ob-
srve demonstrations teacher.
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Cotnpetencies Criterion Behaviors Learning Experiences

Professional Entry Level (Cont.)
Stimulates pupils to studs' wind

origins and chrtitgcs in word
meanings.

Makes pupils aware that each
technical field has its own
special meaning for many
ordinary words.

States the definition of the main
idea as the idea around which
the entire paragraph is built.

Instructs pupils in perceiving the
main idea by identifying the
topic sentence.

Guides pupils in the identifica-
tion of the main idea when it
is directly or indirectly stated.

Teaches the perception of the
main idea over several para-
graphs or in a selection.

Recognizes that the goal of pupils'
perception of supportive details
is to apprehend relevant details,
to understand their relationship,
and to identify the main idea
in the total pattern of the
Paragraph, article, or problem.

Demonstrates to pupils how to
Perceive sequences in reading.

Teaches pupils to read, to appre-
hend, and to follow one-step,
two-step, and n-step directions.

Advanced Level

Knows a repertory of techniques
for teaching vocabulary use and
evaluating pupils' vocabularies.

Exhibits a knowledge of research
criticisms of the most effective
methods for developing word
meanings and vocabulary.

Relates research findings on tasks
of literal comprehension to
methods for classroom teaching.

Leads a group discussion of
ponds in the presence of a
faculty assessor.

Reports orally or in writing mt
the effectivenets of instruc-
tion.

States the definition in writing
or orally.

Teaches pupils to identify topic
sentence with 70 percent
accuracy.

Reports on the effectiveness of
instruction.

Teaches pupils to identify the
main idea with 70 percent
accutacy.

Teaches pupils to identify sup-
portive details, their relation-
ship to one another, and the
main idea with 70 percent
accuracy.

Develops materials that will
direct students to follow and
to predict sequences of
events.

'Teaches pupils to perceive and
to follow directions for play-
ing a game, constructing
something, etc.

Completes a comprehensive
exam or submits a paper.

Completes an oral or written
exam.

Demonstrates in a debate with
peers.

Attend lecture. Attend peer
study and discussion sessions.
Practice the art of question-
ing with peers and pupils.

Attend lecture. Observe dem-
onstration. Study references.
Compare and contrast word
meaning in several technical
fields to demonstrate concept
to pupils.

Attend fume. Study references.

Attend discussion session.
Practice with peers. Study
references. Platt lessons,
select instructional materials,
and implement lessons for
pupils.

Practice identifying main idea.
Interact with peers. Teach
pupils in the presence of a
demonstration teacher.

Study appropriate references.
Attend discussion session.
Observe several teachers.
Discuss observation.
Instruct pupils.

Attend lectures. Study
references. Complete drill
exercises. Discuss with
peers.

Review appropriate literature.
Attend discussion session.

Attend lecture. Study references.
Practice. Have pupils read
directions for playing games,
constructing something, etc.

VII-3.A

Attend lectures and discussion
sessions. Observe teachers.
Read appropriate research
and literature.

Review literature and research.
Interact with peers and uni-
versity faculty.

Prepare for debate.
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MODULE EXAMPLES

Competencies Criterion Behaviors Learning Experiences

Advanced Level (Cont.)
Demonstrates skill in developing

games to teach vocabulary,
figuratise language, implied
meaning and following
directions.

Displays skill in the develop-
ment of materials to teach
getting the main itlea and
supportive details.

Demonstrates a sensitivity to
pupils and a desire to develop
positive self-images in pupils
by assigning instructional ma-
terials at the appropriate inter-
est and instructional levels.

Specialization Level
Supports teachers Icy suggesting

methods of transforming the
teacher's personal knowledge
into methods for pupils'
learning.

Helps new teacher get a good
Start in teaching the tasks of
literal comprehension.

Gives assistance to teachers who
are having difficulty teaching
Pupils the tasks of literal
comprehension.

Informs teachers, reading spe-
cialists, and school administra-
tors of current instructional
materials devised to teach the
tasks of literal comprehension.

Demonstrates techniques that
teachers can use in appraising
their own instructions.

Determines priorities in improv-
ing instruction in literal
comprehension.

Assesses the effectiveness of in-
struction in teaching the tasks
of literal comprehension.

Designs and implements a re-
search experiment to csaluate
current i;sstrut clonal practices
or to test new instructional
practices.

Submits games. Reports on
revisions made as a result of .

pupils' toe.

Submits revised materials.

Teaches pupils in the presence
of a faculty assessor.

Submits written report.

Same as preceding.

Defends diagnoses and steps
taken to peers and faculty
assessor.

Demonstrates new materials at
one inservice meeting to a
group from the professional
entry level. or on a videotape.

Submits a checklist.

Submits a written report.

Presents orally an evaluation to
teachers, administrators, or
Peers in the presence of a
faculty assessor.

Prepares written report pre-
senting experiment and
findings.

Review commercially prepared
and teacher-prepared games.
Meet with resource and ma
terials specialists. Create one
game in vocabulary, figura-
tive language, implied
meaning. and following
directions. Use games with
pupils. Reuse games.

Create main idea and suppor-
Os e-tletails materials for
specific pupils' needs. Use
with pupils. Revise materials.

Observe teachers. Videotape
sessions with pupils. Discuss
sessions with peers and
faculty.

Attend discussion sessions con-
cerning principles of supervi-
sion. Observe reading super-
visor. Interact with a teacher.
Suggest appropriate methods.
Plan with teacher. Have
tea '-her implement method
for pupils.

Same as preceding.

Diagnose pupils' and teachers'
difficulties and take appro-
priate steps.

Review current materials. Plan
with university staff and
peers.

Attend lecture. Review appro-
priate references. Prepare a
checklist.

Attend discussion sessions on
evaluating and establishing
priorities in instruction.
Evaluate the strengths and
weaknesses of the classroom.
Establish the priorities for
instruction,

Evaluate the effectiveness of
instruction in primary,
intermediate, or junior
high grades in one building.

Attend sessions with research
statist is ion.
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Competencies Criterion Behaviors Learning Experiences

Displays competence in teaching the tasks in interpretive comprehension.

Professional Entry Level

States that literal comprehension
must be accurate before incn-
pied ve comprehension is
act (irate.

Explains that a certain type of
thinking and awareness is
necessary before making
inferences.

States that an inference is mean-
ing implied by the author.

Instructs pupils to make infer-
ences by perceiving the author's
tone, attitude, and purpose in
writing.

Directs pupils to identii y cause
and effect relationships by the
sense of the selection and by
key words which suggest a cause
and effect relationship.

Explains that comparisons and
contrasts can be recognized by
the sense of the selection by
key words.

Has pupils distinguish fact from
opinion.

Exhibits skill in teaching pupils
to formulate opinions.

Displays skill in teaching pupils
to identify conclusions in their
reading and to formulate their
own conclusions from their
reading.

Demonstrates skill in having
pupils anticipate outcomes in
literary material.

Reports recent research findings
in teaching the tasks of
interpretive comprehension.

Writes a report.

Presents findings orally or in
writing.

Completes oral or written exam.

Teaches pupils to perceive
allihor's tone, :minute, and
purpose in writing with 65
percent accuracy.

Observes students learning to
recognize cause and effect
relationships. Writes a report
discussing pupils success.

Observes rills learning to
recognize comparison-contrast.
Writes accurate report illus-
trating concept.

Teaches pupils to identify facts
from opinions with 70 per-
cent accuracy.

Presents a lesson in the pres-
ence of a faculty assessor.

Submits lesson plans, instruc-
tional materials, and pupils'
worksheets. Reports on the
strengths and weaknesses of
the lessons.

Teaches pupils to predict out-
comes with 70 percent
accuracy.

Writes a comprehensive report.
Presents findings orally.

V11.4.1E

Attend lecture. Read references.
Simulates with peers. Com-
pare the effectiveness in
making inferences of pupils
who have accurate literal
comprehension with those
who do not have accurate
literal comprehension.

Attend simulation with peers.
Study references. Observe
groups. Document the work
of pupils who recognize main
ideas and who have chances
of obtaining implied
meanings.

Attend lecture. Complete exer-
cises identifying inferences.
Read references.

Study referencs. Observe dem-
onstration teacher. 0i3ClI33
with peers. Plan and practice
with demonstration teacher.

Consult literature. Plan lessons
with peers am] university
staff. Teach pupils to recog-
nize cause and effect
relationships.

Consult literature. Attend dis-
cussion sessions. Obsers e
demonstration teacher. Ob-
serve pupils learning to
recognize comparison-contrast
relationship through key
WOrtht.

Attend lecture. Practice identi-
fying facts from opinions. Ob-
serve demonstration teacher.
Plan with demonstration
teacher. Implement lesson for
pupils.

Study references. Observe dem-
onstration teacher. Practice
the art of questioning with
pupils. Prepare and imple-
ment lessons for pupils.

Read references. Attend discus-
sion session. Instruct pupils.

Attend lectures. Study refer-
ences. Observe demonstration
teacher.

Review appropriate literature
on research.
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MODULE EXAMPLES

Competencies Criterion Itehasiors Learning Experiences

Specialization Level
Informs teat lieu 5. trailing SO..

CLIIiStY, and school ailministra
tots of (Intent institutional ma
tetials des isci to teach the tasks
of interpretise comprehension.

'')etcrmines ptiorities in im(nos
ing instruction in interpre
the complhnsion.

Designs and implements .t le-
searth experiment to et aluate
current instructional practices
or to test new instructional
Pratt ices.

Assesses the ell,.6.eness of in-
struttion in teaching the tasks
of interpreti C otninelictision,

Demonsit ales new tnatet ials at
one inset site meeting, to a
gtoup front the professional
level, or on a videotape.

Presents findings to teachers,
administtators. or peers in the
presence of a faculty assessor.

Prepares a written report pre-
senting experiment and
findings.

Prepares it paper.

V11.4-S

Res (Intent matetials. Plan
with unisetsity stall and
pert s.

Attend discussion sessions on
es:doming and establishing
priorities in instruction.
kls ablate strengths and weak-
nesses of one classroom and
establish the priorities for
instruction.

Attend sessions with research
statistician. Design and im-
plement a research study.

Esaluate the effectiveness of
instruction in primary.
intermediate, or junior high
grades in one building.

Continuing Assessment and Post-Assessment Procedures

Each participant should be assessed for specific competencies by the criterion
behaviors or equivalents listed. Some suggested means for judging mastery of a
particular competency are analyzing lesson plans for objectives, instructional
materials, teaching techniques, and procedures; observing the implementation
of lessons; evaluating knowledge based Dn test results, and evaluating the achieve-
ment and performance of the participant instructed. When a particular compe-
kency is not mastered, the assessor should diagnose the problem(s) and recommend
learning experiences that would lead to mastery of that competency.

CONTRIBUTING CONSULTANTS

A. Sterl Artley, University of Missouri
Paul Berg, University of South Carolina
Carlotta Bogart, Media Learning Design, Tennessee
Mel Cebulash, Scholastic Book Service
Donald L. Cleland, University of Pittsburgh
Thomas E. Culliton. Jr., Boston University
J. Fred Gage, Falk School, University of Pittsburgh
Harold L. Syracuse University
Margaret Keyser Hill. Southern Illinois University
Richard Kemper, University of South Carolina
Marion L. McGuire, University of Rhode Island
William P. Morris, San Diego State College
Walter Pauk, Cornell University
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Chapter Eleven

Developing ComprehensionSynthesis and

Generalization: Resource Module 8
JOSEPH MALAK

Prepared: October 1971
Revised: May 1972

This resource module, which is concerned with evaluative (critical) reading,
the forming of generalizations in content fields, and the combining of informa-
tion from several sources, should be of major importance in the preparation of
instructional modules in undergraduate programs for all teachers, except pos-
sibly those for early childhood. This value does not diminish at the advanced
and specialization levels. Inservice education programs based on the module
should produce positive results in the form of improved pupil skills.

Preparticipation Assessment Procedures

Each participant should be pre-assessed for prerequisite behaviors and compe-
tencies within the module.

The participant is expected to possess the following behaviors before at-
tempting this module at the professional entry level:

a. cognizance of the diagnostic teaching concept;
b. skill in the administration, scoring, and interpretation of survey tests in

comprehension.

Developing Comprehension: Analysis of Meaning

The following procedures for pre-assessment are recommended to determine a
participant's level of competency before he enters this module:
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a.
b.

c.

d.
e.
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self-assessment; i.e., he evaluates his competencies in relation to those listed.
shared assessment between advisor and advisee; i.e., the advisee compares hib
assessment of competencies with that of his advisor, and they reality test the
conflicts.
brief written or oral examination (especially in the cognitive areas).
demonstration of criterion behaviors.
approval by a competent faculty member or a competent school adminis-
trator based on a knowledge of the participant's past experiences.

If this assessment reveals that a student already has mastered a compe-
tency included in the module, he should not be required to do the tasks
except as a maintenance or a review procedure.

MODULE EIGHT
DEVELOPING COMPREHENSION SYNTHESIS AND GENERALIZATION

Competencies Criterion Behaviors Learning Experiences

Teaches pupils to assess what they read.

Professional Entry Level

Instructs pupils in the detection
of the writer's moth e: inform,
teach, mote emotionally, sell.
argue, tell a story. (What is Ills
motile: Who will benefit if
you agree%)

Teaches pupils to identify the
content of a selection as factual
or creative,

Defines a statement of fact as that
which can be proved to be true
or false by an observable test.
Defines a statement- of opinion
as that which defies objective
proof even though the writer
may relate experiences support-
ing that opinion.

Guides pupils in the identifica-
tion of statements of facts and
opinions in their leading. Leads
pupils to detect common clues
that differentiate between fact
and opinion: "I believe," "it
seems," "thi,., experiment
reveals," etc.

Teaches pupils to differentiate
between subjective opinion
and authoritative judgment.

Submits lesson plans and
faculty assessor's evaluation
of presentations.

Teaches pupils to identify with
90 percent accuracy the con-
tent of selections as factual
or creative.

Defines statements of fact and
opinion orally or in writing.

Teaches pupils to differentiate
with 80 percent accuracy ite
tween statements of fact and
opinion.

Teaches pupils to differentiate
with 80 percent accuracy be-
tween subjective opinion and
authoritatite judgment.

VIII1E
Read references. Attend ses-

sions detecting write:'s mo-
tive. Observe videotapes or
demonstration teacher. In-
struct a group of pupils at
the intermediate
junior high, or senior high
school level in the presence
of a faculty assessor.

Observe demonstration lesson.
Plan lessons with demonstra-
tion teacher. Practice with
peers. Instruct pupils.

Read and study references.
Complete programed
exercises.

Observe videotaped lessons.
Discuss effectiveness of tech-
niques with faculty and
peers. Attend planning ses-
sions. Instruct pupils.

Review appropriate instruc-
tional materials. Observe
demonstration teacher. Plan
lessons with demonstration
teacher. Instruct pupils.
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MODULE EIGHT (continued)

MODULE EXAMPLES

Competencies Criterion Behaviors Learning Experiences

Pit:line...A Entry Level (Con )

Demonsti ates skill in pet, cis ing
topics and details that are
irrelevant to the main idea and
in evaluating the completeness
of an article.

Instruct' children in recognizing
irrelet ant topics and details in
their reading and in judging
the completeness of a reading
selection.

Displays competence in judging
the objectivity of selections by
determining the extent to which
and the manner in which dif-
ferent points of view were
presented.

Teaches pupils to recognize
points of view and to deter-
mine the extent to which dif-
ferent points of view were
presented.

Sensitizes pupils to the need for
different points of view to be
presented.

Guides pupils in evaluating con
tent accuracy by following a
suggested method of question-
:rig what they read.

Directs pupils to perceive emo-
tionally charged words used in
reading selections.

Advanced Level

Lists a development
for teaching pupils to assess
what they read. (See profes-
sional entry level. (Ranks ob-
jectives and behaviors both in
difficulty of petformance and in
maturational sequence.

Seeks references which repo. s cur-
rent research findings in teach-
ing pupils to evaluate what
they read.

Designs a new instructional item
to facilitate learning at a
prescribed level and with a
prescribed population.

Demonsitats in leading
selections.

Teaches pupils in the presence
of a faculty assessor. Submits
lesson plans and Pupils'
work.

Submits written analyses of
reading selections.

Teaches pupils to determine
with 70 percent accuracy the
extent to which different
points of view were presented
in several reading selections.

Reinforces a group of pupils in
a discussiqn session.

or
Conducts roleplaying session

with a small gimlet of pupils.

Submits lesson plans and in
structional materials. Inter-
acts well with pupils during
lessons. Reinforces pupils'
questioning content accuracy.

Teat hes pupils to identify with
70 percciit accuracy emotion-
ally clutosv.. words in reading
selections.

Prepares a comprehensive list
(K-12). Writes a papct pre-
senting rationale and defense
for sequence.

Or
Prepares a comprehensive list

(K-12). Presents rationale
orally. Defends sequence
orally.

Pt owing findings in a paper.

Submits instructional materials
designed.

Listen to taped lec titres with
peels. Interact with peers and
university staff. Complete
practice exercises.

()Wive demonstration teacher.
Plan lessons tvith demonstta
Lion teacher. Review instruc-
tional materials. Teach

Judge the objectivity by analyz-
ing the extent to which and
the manner in which different
points of view were presented
in reading selections.

Attend lectures on techniques
of teaching in this area.
Meet with materials specialist.
Plan lessons with university
staff. Instruct pupils.

Attend group sessions with a
psychologist to learn methods
of positive reinforcement.
Prat tice with pupils.

Redd references. Observe clem
()mu: atoll teacher. Plan les-

.' lemonst ration
teacher. Videotape practice
sessions with peers.

Read references on methodol-
ogy. Observe videotapes.
Attend discussion. I'lan and
implement lessons for pupils.

Scck and read appropriate
literature and research.
Attend lectures.

Seek and read apprt.priate
literature and research.
Attend lectures.

Meet with inset-vice teachers
and materials specialist. De-
sign instructional materials
for the competencies listed at
the professional entry level.
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Competencies Criterion Behaviors Learning Experiences

Advanced Level (Cont.)
Diagnoses from pupils' responses

the particular kinds of difficub
ties being encountered in
respect to assessing what they
read.

Organizes activities and strategics
to aid learners having diffictil-
ties in assessing what they read.

Specialization Level
Encourages teachers to have pupils

question Mint they lead but to
accept that which is adequately
supported by evidence and
expert opinion.

Surveys and critiques current
practices and instructional ma-
terials used in teaching pupils
to assess what they read.

Prepares service bulletin concern-
ing teaching pupils to assess
what they read.

Leads pupils to attain competence in

Professional Entry Level
Teaches pupils to perceive pur-

poses of writing (exposition,
argument, narration).

Demonstrates to pupils that expo-
sition is utilized for definition,
explanation of a process, report-
ing and analyzing something,
offering critical essays on society
and literature, and offering an
informal essay. (Maintenance
or review.)

For narration see Liu:tare
Appreciation Module.

Teaches pupils to identify these
styles of paragraph organiza-
tion in exposition, argument,
and narration:

Compat ison-contrast
Cause -effect
Chronology
Classification
Description
Analogy
Expansion on an example or

premise
Itemizing events leading to

a conclusion
(Maintenance or review.)

Demonstrates with a group of
pupils.

Submits diagnoses, lesson plans,
and designed activities. Re-
ports on pupils' successes.

Conducts an effective one -hour
inservice program. (Follows
itiservice with classroom
visits.) Reinforces teachers
who have pupils questioning
what they read.

Submits a report discussing cur-
rent practices in one elemen-
tary or junior high school.
Details instructional materials
used. l'resents strengths and
weaknesses of program and
makes recommendations.

Attend discussion sessions,
Practice by teaching and by
discussing diagnoses with
reading supervisor, university
staff, and peers.

Meet with university staff.
Consult with materials spe-
cialist. Instruct pupils.

Plan inscrvice with supervisors
of reading and university
faculty.

Assist reading consultant sur-
veying some aspect of reading
program. Attend sessions on
survey techniques and design,

Submits one service bulletin. Study several service bulletins.
Attend group discussion.

recognizing styles of paragraph organization and put poses of writing.

Teaches pupils in the presence Read references. Observe dem-
o( a faculty assessor. Reports mistt ation teacher. Practice.
strengths and weaknesses of Plan and implement lessons
the lesson, for pupils.

Submits videotape and critical Read references. View with a
comments. group a videotaped lesson,

i'lan lessons with reading
supervisnr. Practice by video-
taping presentation and ob-
taining critical comment.

Teaches pupils to identify with
70 percent accuracy styles of

paragraph organization.

Attend demonstration and dis-
cussion group. Sleet with uni-
versity staff for assistance in
lesson planning and selection
of materials. Practice.
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MODULE EIGHT (continued)

MODULE EXAMPLES

Competencies Criterion Behaviors Learning Experiences

Advanced Level

Lists a developmental sequence
for teaching pupils to identify
authors' purposes for writing
and styles of paragraph
organization.

Specialization Level

Displays competence in super
vising teachers in this area.

l' pupils to analyze the logic of

Professional Entry Level

Guides pupils in perceising
deductise and inductise reason
ing in reading arguments.

Teaches pupils to deteti tnes
errors in logic:

Distortion
Begging the question or

ignoring the question
Extension or exaggeration
Red Herring or distraction

from the issue
Name calling
L'sing straw men or issues
Oversimplification
Hasty generalizations
Stereotypes
Inadequate causal relations.*
Either-or fallacy
Trivial analogies

Advanced Level

Evaluates instructional materials
for instructional let el and
effectiseness.

Specialization Level

Demonstrates techniques for
teaching pupils to detect
errors in logic:

Submits list. rteietuis
orally or in writing.

Reports in writing on the
supersision of one preservice
teacher.

arguments.

Submits lesson plans and in
stractional materials. Reports
On strengths and weaknesses
of lessons.

Teaches pupils to detect errors
in logic with 70 pert ent
accuracy.

Submits a checklist.
or

Assesses instrui tional lesels and
effediseness of materials.

Conduits with facility two one
limn demonstration sessions
with preset s ice teachers or
insert ire teachers in the
presence of a faculty assessor.

V111.2,4

Beac! and study appropriate
literature and research. At
teed lectures. Prepare a list
which ranks objectives and
behaviors both in difficulty of
performance and in matura-
tional sequence.

V111.2 -S

Read Clinical SuPervition by
Goldhammer. Observe reading
supervisor using this tech-
nique, Practice with peers.

VIII3E
Attend logic lectures. Complete

practice exercises. Observe
demonstration. Plan with
reading supervisor. Imple-
ment lesson for pupils.

Complete programed materials.
Discuss with peer and univer-
sity faculty. Observe demon-
stration teacher. Plan instruc
tion with demonstration
teacher. Instruct pupils.

VIII-3-A

Read references. Attend group
sessions with peers, reading
supers isor, and unit ersits
staff. Review instructional
materials. Res iew existing
criteria for the evaluation of
materials. Prepare and use a
checklist.

Observe reading supervisors,
Meet and plan sessions with
reading supersisor and
university staff.
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Competencies Criterion Behaviors Learning Experiences

Leads pupils to identify propaganda techniques used in argument.

Professional Entry Level

Teaches pupils. to identify in
their reading these propaganda
techniques:

Citation of an authority or
testimonial approach

Bandwagon appeals
False or glittering generaliza-

tions
Appeals to emotion rather

than intellect
Transfer approachrelates

to consumer or to physical
or mental satisfactions

Half-truth techniques
Directs pupils to esaltiate their

reading for propaganda tech-
niques and to value logical
argument rather titan propa-
gandistic argument.

Advanced Level

Reviews the literature and re.
search for current trends and
findings concerning the teach-
ing of prcpaganda techniques

Reviews the literature and re-
search concerning the teaching
of propaganda techniques
through discussion.

Evaluates materials for effective
instruction in perceiving
propaganda ,,tchniques.

Directs pupils at various levels to
detect common propaganda
techniques used in different
sources,

Specialization Level

Relates research findings about
propaganda techniques to class-
room teaching methods.

Demonstrates teaching techniques
to professional eau) level
participants.

Conducts research on teaching
propaganda techniques.

Pupils instructed to identify
propaganda techniques used
in reading selections.

Submits lesson plans, instruc-
tional materials, and faculty
assessor's evaluation.

Presents findings and trends in
a tx.per.

Or

Completcs oral or written exam.
Presents findings in a paper.

Submits a checklist or other
devices to es aluate materials.

Demonstrates competence in
teaching propaganda tech-
niques by teaching at three of
these leels: primary, inter-
mediate. junior high. senior
high.

Submits plans and participants'
es ablation.

Provides videotape, of lessons.

Submits a paper reporting re-
search design and findings.

VIII-4.E

Attend group sessions in which
propaganda techniques are
defined and identified in
reading selections. Study the
fallacies of propaganda tech-
niques. Plan lessons wit,
university staff. Practice with
peers. Read references on
teaching techniques.

Read references. Observe dem-
onstration teacher. Study in-
structional materials available.
Plan with demonstration
teacher.

V111.44

Locate and read appropriate
literature and research.
Attend lectures.

Consult appropriate research.
Attend lectures and
demonstrations.

Discuss criteria for effective
materials with university
staff, reading supervisors,
and peers.

Obserse demonstration teachers.
Plan and practice with dem-
onstration teacher. Imple-
ment lesson for pupils.

VIII-4.S

Retiew appropriate literature
and research. Consult with
university staff. Pian and
implement insrrvice program
for teachers. Hate teachers
evaluate program.

Plan with reading staff from
university. Practice with
peers and pupils. Conduct
demonstration lessons.

Consult with statistician and
university staff. Develop and
implement a research design
for one aspect of this area.
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MODULE EIGHT (continued)

MODULE EXAMPLES

Competencies Criterion Behaviors Learning Experiences

Spedalization Level (Cont.)
Diagnoses problems in teaching

and offers suggestions to correct
the difficulties.

Demonstrates competency in teaching

Professional Entry Level
Directs pupils to establish a pur-

pose before reading from a
number of sources.

Demonstrates to pupils that the
nature of the material read
and the reader's purpose will
determine the organization of
an outline.

Guides children in making an
integrated outline by combin-
ing information from a num-
ber of sources.

Advanced Level
Lists a developmental sequence

for teaching pupils to combine
information from a number of
sources.

Displays skill in the development
of instructional materials for
teaching pupils to combine
information.

Specialization Level
Supports teacher by suggesting

methods of transforming the
teacher's personal knnwledge
into methods for pupils'
learning.

Submits faculty assessor's
evaluation.

pupils to combine information

Observe muting supervisor.
Assist supervisor in dealing
with problems. Diagnose
problems for teachers. Offer
suggestions to correct the
difficulties.

from a number of sources read.

Submits lesson plans and tape
recordings of the lessons.

Submits lesson plan, that meet
requirements. Irto Irments
lesson for :it Ors in the pres-
ence of a faiWty assessor.

Submits pupils' comprehensive
outlines.

Presents list to a peer group.
Defends sequence orally in
the presence of a faculty
assessor.

Submits revised instructional
materials.

Interacts with teachers in the
presence of a faculty assessor.
Suggests approptiate teaching
methods.

VIII.5-E
Read references. Observe video-

tapes. Plan lessons with a
demonstration teacher and
peers which show the need to
establish purpose before read-
ing from a number of sources.
Implement lesson for pupils.

Read references. Observe clem-
onstration teacher. Discuss
plans and materials for les-
sons with peers and reading
supervisor. Plan lessons that
show that the outline-or-
ganization pattern evolves
from type of material and
purpose for organization.
Implement lesson for pupils.

Plait lessons with university stall
and peers. Prepare five out-
lines from five sources. Have
pupils integrate the informa-
tion into one comprehensive
outline.

Read and study appropriate
literature and research. At-
tend lectures. Prepare a list
which ranks objectives and
behaviors both in difficulty of
Performance and in matura-
tional sequence.

Review commercially prepared
materials. Meet with reading
supervisors. Write instruc-
tional materials for use at
one of these levels: inter-
mediate, junior or senior
high school, community col-
lege. Use with pupils. Revise
instructional materials.

Attend ditilissinn sessinns on
principles of supervision. Ob.
serve reading supervisor.
Work with teachers.
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Competencies Criterion Behaviors Learning Experiences

Specialization Level (Gant.)
Helps new teacher get a good

start in teaching pupils to out-
line and integrate information
from a number of sources,.

Informs teachers, reading ape-
cialists, and school administra
tors of current instructional
materials in teaching pupils to
combine information from
various sources.

Demonstrates techniques that
teachers can use in appraising
their own instruction.

Assesses the effectiveness of in-
struction in teaching outlining
and integrating information
from a number of sources.

Explains to peers and facility
assessor the processes cm-
ploycd anti outcomes.

Demonstrates new materials at
one inservice meeting or to a

;tic professional
entry level.

Teaches pupils to form generalizations
content study.

Professional Entry Leve!

Knctt 211 t-..-fictional frame-
work and general goal that will
facilitate learning to read in
specific content areas:

Preparation
Motivation
Background information

and review
Anticipation and purpose
Direction
Language development

Guidance
Development of skills
Development of concepts

Independence
Application of :Ma:
Application of concepts

Explains how and why content
teadrers should examine in-
structional materials for I) the
identification of basic concepts
to be studied, 2) the technical
vocabulary which holds poten-
tial difficulty, and 3) the pro-
CeILICS and the skills that stu-
dents need in order to identify,
understand, and apply instruc-
tional ideas.

Evaluates content materials for
above.

Prepares a checklist for teachers
to use.

or
Reports on teachers' behaviors

after inservice program.

Prepares a paper evaluating the
effectiveness of instruction in
the intermediate,
junior, or senior high grades.

from information read and

Completes an oral or written
ex am.

Of
Demonstrates in lesson

planning.

Same as preceding.

Review and study new and
current materials. Plan with
university staff and peers.
Implement.

Attend lectures. Review appro-
priate references. Instruct a
group of inservice teachers.

Attend discussion sessions on
evaluation.

synthesized within a specific field of

Explains and demonstrates in
a paper.

or
Demonstrates knowledge on an

oral or written exam.

Submits evaluation in writing.

VIII.6-E

Read and study content area
books (e.g., Teaching Read-
ing in Content Areas by
Herber). Attend discussion
sessions.

Same as preceding.

Use Herber's list to determine
factors involved in content
materials with passages from
social studies and from
science.
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MODULE EXAMPLES

Competencies Criterion Behaviors Learning Experiences

Professional Entry Level (Cont.)
Knows that teaching and direc

don, in most cases, should
precede a reading assignment.

Exhibits skill in the art of ques-
tioning to elicit literal, inter-
pretative, and applied compre-
hension.

(Maintenance or review.)

Explains that pupils are success.
ful readers when they can easily
transform a repertoire of skills
to meet the demands of various
content areas and levels of
sophistication.

Utilizes reading guides to teach
reading in the content areas.

Employs reasoning guides to ex-
tend pupils skill in instruction
in content areas beyond the
reading processes to reasoning.

Advanced Level

Develops Pupils' technical vocab-
ulary on a literal level by
writing exert ises or games
that demand recall.

Develops pupils' technical vocab-
ulary by writing exercises that
demand analysis and seeing
relationships.

Individualizes instruction by pro-
viding differentiated tasks and
assignments in terms of read-
ing guides.

Presents findings in a paper.

Demonstrates skill with a small
group of pupils.

Explains and demonstrates in a
paper.

Submits reading guides.

Same as presetting.

Submits exercises and games
employing either multiple
meaning; association, cate-
gorizing, word puzzles, or
word analysis to develop
pupils' technical vocabulary
in one content area.

Submits exercises and games
that demand analysis and
seeing relationships.

Submits guides and a report on
pupils' progress.

Give pupils a reading assign-
ment. Measure pupils' corn-
prehension. Build pupils'
background of experiences
prior to another reading
assignment. Make a directed
reacting assignment. Measure
pupils' comprehension. Com-
pare and contrast results of
both measurements.

Observe videotapes. Attend
discussion sessions. Practice
with peers.

Read references. Complete
practice exercises. Attend
demonstration. Teach pupils.

Read and study Teaching
Reading in Content Areas by
Herber. Study reading guides
that have been prepared.
Piepare one reading guide in
social studies and one in
st ience.

Same as preceding-

VIII-6-A

Review commercially prepared
and teacher-made games and
exercises. Consult with ma-
terials specialists and univer-
shy staff. Prepare exercises
and games. Implement games
for pupils. Revises.

Same as preceding.

Observe demonstration teacher.
Attend discussion sessions
with orthosity staff and
peers. Individualize by devel-
oping differentiated tasks and
assignments over a period of
several weeks for a class.
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Competencies Criterion Behaviors Learning Experiences

Specialization Level
Informs teachers, reading spe-

cialists, and school administra
tors of current instructional
materials devised to teach
pupils to form generalizations
from information read and
synthesized within a specific
field of content.

Determines priorities to improve
instruction in teaching pupils
to genet alize from reading in
content areas.

Designs and implements a re-
search experiment to evaluate
current practices or to test new
instructional practices.

Dentonstt ate, new materials at
one inservice meeting, to a
RUM p I rom the professional
entry lesel, or on a videotape.

Submits a report on the
strengths and weaknesses of
one classroom and establishes
the priorities for instruction.

hi:pares a written report p:...
seining experiment and
findings.

Review current materials. Plan
with university staff and
peels. Practice for demon-
amnion.

Attend discussion sessions on
evaluating and establishing
priorities in instruction.

Attend sessions with research
statistician. Design and im-
plement a research study.

Continuing Assessment and Post-Assessment Procedures

Each participant should be assessed for specific competencies by the criterion
behaviors or equivalents listed. Some suggested means for judging mastery of a
particular competency are analyzing lesson plans for objectives, instructional
materials, teaching techniques, and procedures; observing the implementation of
lessons: evaluating knowledge based on test results; and evaluating the achieve-
ment and performance of the participant instructed. When a particular compe-
tency has not been mastered, the assessor should diagnose the problem(s) and
recommend learning experiences that would lead to mastery of that competency.
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Chapter Twelve

Developing ComprehensionInformation

Acquisition: Resource Module 9
JOSEPH MALAX

Prepared: November 1971
Revised: May 1972

This resource module itemizes teacher competencies in instructing youngsters in
how to locate information, how to study it systematically, and how to retain it for
later use. The module, consequently, is vital in the preparation of instructional
modules at the professional entry level for all teachers, with the possible exception
of those at the early childhood level. Considering the inadequacy of the study
habits of a large proportion of young people, it appears evident that there is a
great urgency for the preparation of advanced, specialization, and inservice in-
struction modules based on this theme, also.

Preparticipation Assessment Procedures

The following procedures for pre-assessment are recommended to determine
a participant's level of competency before he enters this module:

I. self-assessment; i.e., he evaluates his competencies in relation to those listed.
2. shared assessment between advisor and advisee; i.e., the advisee compares

his assessment of competencies with his advisor's, and they ,reality test the
conflicts.

3. brief written or oral examination (especially in the cognitive areas).
4. demonstration of criterion behaviors.
5. approval by a competent faculty member or a competent school adminis-

trator based on a knowledge of the participant's past experiences.

If this assessment reveals that a student already has mastered a competency in-
chided in the module. he should not be required to do the tasks except as a main-
tenance or review procedure.
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MODULE NINE
DEVELOPING COX:PREHENSION: INFORMATION ACQUISITION

MODULE EXAMPLES

Competencies Criterion Behaviors

CIExhibits skill in guiding pupils toward setting purposes for reading.

Professional Entry Level
Knows that having a purpose for

reading is important for all
reading and the purposeful
leader is an interested active
reader.

States purposes for reading are
Obtaining information
Solving problems
Following directions
Providing entertainment
Obtaining details
Drawing conclusions
Verifying statements
Summarizing
Criticizing (Evaluating)

Makes directed reading assign-
ments to illustrate different
purposes for reading.

Advanced Level
Leads pupils to generate their

own purposes for reading and
to fulfill those purposes.

Reinforces pupils who set and
fulfill purposes for reading.

Learning Experiences

Completes with 90 percent
accuracy an objective exam
or essay on the importance of
establishing purposes.

Demonstrates knowledge in a
paper. Generates purposes
for reading and answers com-
prehension questions demon-
strating fulfillment of those
purposes.

Submits lesson plans and
faculty assessor's evaluation
of presentation.

Provides tape recorded session
with pupils setting goals for
reading. Submits a report
assessing pupils' comprehen-
sions in relationship to their
goals.

Employs positive reinforcement
techniques during lessons
with pupils.

Specialization Level
Works with teachers to improve Deselops criteria for teacher

their effectiveness in teaching effectiveness in teaching
pupils to set purposes for pupils to establish purposes
reading. in their reading.

EDisplays competence in teaching pupils to locate information in a book.

Professional Entry Level
Guides pupils in the use of

table of contents, an index,
and certain headings found
in books.

Teaches pupils to locate infor-
mation in an index and a
table of contents with 90
percent accuracy.

or
Creates activities for teaching

pupils to use book headings.
Reports on use with pupils.

IX-1-E
Read and study The Art of

Good Reading by McDonald
and Zimny, pp. 95.124, and
The Techniques of Reading
by Judson, Chapters 7, 10,
15, or similar references.
Attend demonstration of
reading for various purposes.

Read and study Improving the
Teaching of Reading by
Dechant, Chapter 13; The
Art of Efficient Reading by
Spachc and Berg, Chapter 5;
Now to Become a Better
Reader by Witty, Lesson 6,
or similar references.

Observe demonstration teacher.
Review instructional materials
and implement lessons for
pupils.

IX-1.A
Observe videotape. Discuss

with university faculty and
peers. Work with pupils over
period of several weeks.

Attend a session on positive
reinforcement techniques.
Practice with peers.

IX.1-S
Attend sunup sessions on evalua-

tion with university faculty.
Work with teachers.

IX-2.E
Read and study such reterences

as Reading Instruction for
Today's Children, Smith, pp.
325. 332-314; World of Ideas,
Bamman ct al.. pp. 17-18;
The Techniques of Reading,
DeBocr and Dallman, pp.
195-226. Plan lessons and
create motivating activities.
Select instructional materials,
and implement program for
pupils.
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Competencies Criterion Behaviors Learning Experiences

Advanced Level
Reinforces pupils for appro-

priately applying their knowl-
edge of the use of tables of
contents, indices, and
headings.

Knows current research and
trends in teaching techniques.

Spedalization Level

Demonstrates to teachers some
techniques and materials that
can be utilized in teaching
pupils to locate information
in a book.

E3

Assesses the effectiveness of
instruction in teaching pupils
to use table of contents,
indices, and headings.

Demonstrates positive reinforce-
ment techniques for pupils
who appropriately use the
table of contents, indices, and
headings.

Exhibits knowledge on a
thoroughly prepared paper.

Prepares one videotape in which
a teaching technique is dem-
onstrated and one videotape
in which a set of commer-
cially prepared materials is
demonstrated.

Submits a tape recording of
sessions and a written report
of the joint planning sessions.

Teaches pupils to locate materials on varied subjects in a library.

Professional Entry Level

Guides pupils in understanding
the classification scheme to
locate books in the library.

Directs pupils to locate needed
material in magazines through
the us- of the Reader's Guide
to Periodical Literature.

Advanced Level

Shows skill in creating instruc-
tional activities to give prac-
tice in locating information.

Evaluates instruction by testing
pupils. Supplies test results.

Instructs pupils in the presence
of a faculty assc..sor. Supplies
assessor's evaluation.

Submits instructional materials.

1X-2-A

Observe a demonstration
teacher reinforcing pupils for
applying skills taught.

Consult the appropriate litera-
ture and research. Attend
discussion sessions.

IX-2-S

Attend planning sessions with
university staff and reading
supervisor.

Observe reading supervisor
evaluating teacher's effective-
ness. Observe and discuss
videotapes of supervisor and
teacher in postlesson confer-
ences. Observe two preservice
tlachers presentiag lessons.
Diagnose the strengths and
'weaknesses of each lesson.
Assist preservice teachers in
recognizing strengths and
weaknesses of lessons. Sup-
port teachers with joint
planning.

IX-3-E

Read and study such references
as The Teaching of Reading,
DeBocr and Dallman, pp.
195-226. Attend demonstra-
tion of teaching techniques.
Teach pupils.

Attend demonstration sessions.
Plan lessons and instructional
activities. Practice with
pupils.

1X-S-A

Review commercially prepared
activities and materials. Meet
with resource media specialist.
Create two instructional
activities to meet a particular
Pupil need at a particular
instructional Incl. Imple-
ment activities for pupils.
Revise.
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MODULE EXAMPLES

Competencies Criterion Behaviors Learning Experiences

Specialization Level

Retrains a teaches who has
difficulty instructing pupils in
the location of materials on
various subjects.

Conduits three cycles of clinical
supervision with one teacher,
or employs equivalent indi-
vidual supervision techniques.

Demonstrates competence in guiding pupils to prepare and use bibliographies.

Professional Entry Level

Stresses with pupils the impot-
lance of acting purposefully
in searching for materials.
(What kinds of materials do 1

want% Where are the most
likely places to find them?)

Advises pupils who are pre-
paring a bibliography to be
selective, to look for anno-
tated bibliographies, and to
study indices of books on
related subjects.

Instructs pupils in making a
working bibliography (a set of
cards identifying works con-
sulted during study), and a
final bibliography (a list of
sources found to be most
valuable and placed at the
end of a paper).

Advanced Level

Lists a developmen:al sequence
for teaching pupils of dif-
ferent ages to prepare and
use bibliographies.

Specialization Level

Diagnoses the strengths and
weaknesses of teachers who
lack effectiveness in preparing
pupils to formulate and use
bibliographies.

Designs instructional activities
or drills to assist pupils in
formulating bibliographies.

Submits materials. Implements
for a small group in the
presence of a faculty assessor.

Demonstrates skill during two
observations conducted by the
university staff.

Submits pupils' bibliographies
that resulted from instruction.

Submits prepared list and de-
fends sequence orally or in
writing.

Reports in writing diagnoses,
recommendations for instruc-
tional procedures and ma-
terials. and jointly prepared
lesson plans.

Prepares three instructional
activities or drills at one level.
Reports use with pupils.

IX -S-S

Read and study Chorea/ Super
vision by Coldhammer and
other similar references.
Attend demonstration and
discussion sessions.

IX-4-E

Read and study Writing IrVilh
a PurPose, McCrimmons,
Chapter 12. Attend sessions
with librarian and professor
of English. Create two in-
structional activities to dem-
onstrate the need and impor-
tance of acting purposefully
in search of materials.

Guide and direct pupils under
the supervision of a librarian
and instructor of English.

Same as preceding.

IX-4-A

Read and study appropriate
literature and research. At-
tend lectures. Prepare a list
which ranks objectives and

t.c.t1. in difficulty
of performance and in moti-
vational sequence.

IX-4S

Observe the processes employed
by a reading supervisor in
changing teacher behaviors
and in supporting teachers.
Practice diagnosing problems.

Review commercially prepared
materials.
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Competencies Criterion Behaviors Learning Experiences

[] Shows competence in instructing pupils in the use of a dictionary.

Professional Entry Level
Directs pupils to use guide words

for speed and efficiency of
word location.

Teaches pupils to use the
symbol systems used in the
dictionary: pronunciation key,
language abbreviations, and
meaning aids.

Reinforces pupils who use the

Presents origin and history of
words to attract pupils to the
dictionary, to build vocabu-
lary, and to get them inter-
ested in word structure and
language.

Advanced Level
Lists a developmental sequence

to teach dictionary skills
beginning with kindergarten.

6.

Devises a checklist or utLvt
instruments to help teachers
assess pupils' skills and
developments.

Submits prepares: lesson plans
and assessor's report.

Evaluates instruction by testing
pupils. Supplies test results.

Is observed reinforcing pupils
for using the dictionary
during one week by a super-
vising teacher.

Stimulates pupils' interests in
the presence of a faculty
assessor.

Submits list and defends orally
or in writing.

Leads teachers to employ a
checklist or devised instru-
ment on an experimental
basis. Reports findings.

Displays skill in teaching pupils to use the encyclopedia, atlas, and almanac.

Professional Entry Level
Teaches pupils to use an

encyclopedia, an atlas, and
an almanac.

Advanced Level
Assesses readability of an

encyclopedia, an almanac,
and an atlas.

Demonstrates to an assessor that
pupils so instructed can locate
inforination on different
topics.

Exhibits findings it a written
report.

IX-5-E
Read and study such reterences

as Reading for Today's Chit.
dress, Smith, pp. 329.335, and
consult other appropriate
references that arc listed on
p. 335. Attend lecture-dem-
onstration. Plan lessons. Im-
plement lesson for pupils.

Same as preceding.

Attend a group session where
reinforcement is demon-
strated. Implement tech-
niques for pupils.

Observe demonstration teacher
for techniques.

IX-5-A
Consult literature and research.

Attend discussion sessions.
Prepare a list which ranks
objectives and behaviors both
in difficulty of performance
and in maturational sequence.

Talk with other reading consul-
tants and university staff.
Review appromiate literature.
Meet with materials specialist.

Devise checklist. Use with
teachers.

Read and study The Teaching
of Reading, DeBoer and Dalt-
man, pp. 204-205 and 211-
226; Reading Instruction for
Today's Children, Smith, pp.
335.337, or equivalent read-
ings. Attend discussion ses-
sions. Plan lessons, select in-
structional materials, and
implement lessons for pupils.

IX-6-A
Scck appropriate readability

formulas. Usc formulas on
encyclopedia, atlas, and
almanac.
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MODULE EXAMPLES

Competencies Criterion flehaiiors Learning Experiences

Specialization Level

Prepares a sets ire bulletin
devoted to teaching the use
of encyclopedias, atlases,
and almanacs.

Demonstrates skill in guiding pupils
comprehension.

Professional Entry Level

Knows that map reading
requires these skills:

Identifying natural features
Knowing technical vocabu-

lary used for features
and symbols

Identifying physical and
political divisions

Recognizing different
symbols for topography,
polar regions. crops,
rainfall, etc.

Directs pupils its learning to
read maps.

'readies pupils to read graphs.

St1 h III '4 I ite Read service bulletins for
format. Meet with Hint ersity
staff. Discuss development of
bulletin with peers. Seek
criticism from peers and
university staff.

to read and utilize maps, graphs, tables, and diagrams as aids to

Demonstrates knowledge in a
paper or on a test.

Discusses pupils' surcrss in
reading maps by these
methods.

Teaches pupils to read sec-
tional bar, line, and circle
graphs with 90 percent
accirracy.

Read and sturdy Improving
the Teaching of Reading,
Dechant, pp. 427-437, and
others. Attend discussion
group. Complete map read-
ing exercises.

Prepare lessons, select appro.
priatc instructional materials,
and implement. Include these
steps:

.:*udy the title of the
',rap

Interpret each symbol
(legend)

Note direction on the
map

Analyze and apply the
map scale

Relate the area under
study to a larger area.

Study appropriate instructional
materials. Observe dernonstra
tion teacher. Include the
steps in planning lessons:

Read the title to deter-
mine what the graph is
about

Discover what is being
compared: persons,
places, things

Interpret the legend and
meaning of the vertical
and horizontal axes

Identify the scale being
used and what each
figure represents

Discover what conclusion
can be drawn from the
graph

Prartice with pupils.
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Competencies Criterion 13-thaviors Learning Experiences

Professional Entry Level (Cont.)
Defines a table 23 simple listing

of facts and information, and
directs pupils to read tables by

reading the title
studying the headings
identifying the details.

Tutors pupils in the 'sailing of
charts and diagrams.

Advanced Level

Lists a developmental sequence
in which to teach map read-
ing skills.

Knows a variety of meaningful
activities that are help`,1 in
teaching map reading.

Develops a bibliography of in-
structional resource materials.

Specialization Level

Prepares a checklist to evaluate
the effectiveness, institutional
level, and intetest !eye' of
materials.

13

Presents lessons in the presence
of a factIty assessor.

Teaches pupils to interpret
charts with 90 percent
accuracy.

Submits a list which ranks ob-
jectives and behaviors both in
difficulty of performance and
in maturational sequence.
Defends sequence orally or
in writing.

Prepare-3 a paper listing activi
ties. Discusses the value of
five of the suggestions on the
basis of use with pupils.

Submits a comprehensive
bibliography.

Submits a checklist.

Exhibits skill in teaching tthe purpose, organization, and
and glossaries

Professional Entry Level

Displays knowledge of the pur-
pose and organization of and
the information comained in
footnotes, appendices. and
glossaries.

Advanced Level

Guides pupils in reading and
using footnotes, appendices,
and glossaries.

Specialization Level

Assists teachers in preparing an
instructional unit.

Complete practice exercises in
reading and using tables. Ob-
serve videotape demonstra-
tion. Plan with university
staff and peers. Teach pupils.

Observe pupils learning chart
and diagram reading by con-
structing charts and diagrams
under guidance of demon-
stration teacher. Attend dia
cussion session. Prepare les-
sons. Implement lessons for
pupils.

Consult appropriate literature
and research. Attend discus-
sion sessions.

Read The Improving of the
Teaching of Reading by
Dee hant. Consult other ap-
propriate literature. Plan
with reading supervisor and
university staff.

Rev iew literature. l'repare
bibliography.

Read appropriate literature.
Attend discussion sessions
with peers and university
staff. Prepare a checklist.
Use checklist. Revise.

information contained in footnotes, appendices,

Completes an exam with 90
percent accuracy.

Pec-pars a brief instructional
unit for teaching pupils to
read and use footnotes,
appendices, and glossaries.

Conducts a one-hour workshop
on writing instructional units.

IX-8-E

Attend lectures. Complete
practice exercises.

IX8-A
Study format of an instruc-

tional unit. Plan with in-
service teacher. Use with
pupils. Revise.

IX'8 -S

Plan with university staff and
peers.
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Competencicii Criterion Behaviors Learning Experiences

9. Trains pupil to vary reading rate

Professional Entry Level

Knows these tnotetas °nevus-
ing speed of omprehension:

Speed of comprehension is
defined as speed of
understanding.

Rate should vary accord-
ing to the purpose for
reading, the difficulty
of the material, and the
reader's skill.

Rate flexibility is the goal
of speed of comprehension.

Directs pupils to adjust speed
in reading to the purpose (the
level of comprehension de-
manded) by teaching them to
skim, to scan. and to read for
study pm poses.

Explains that vocabulary, sen
tence length, and concept
density are three factors that
make some material more
difficult to read than others.

Teaches pupils to use a slower
rate with mo difficult ma-
terials and a higher rate with
easier materials.

Advanced Level

Exhibits knowledge of torrent
research and trends in teach-
ing speed of comprehension.

Displays an awareness of research
concerning the use of mechan-
ical devices to teach speed of
comprehension.

Directs pupils to increase their
speeds of comprehension (rate
efficiency) by:

Decreasing the number of
fixation points per line

Decreasing the length of
the fixation pause

Increasing eye span
Reducing regressions
Developing an effective

return sweep
Eliminating head, finger

placement, and lip
movements.

according to the purpose for reading

Completes an exam that mea-
sures knou ledge of the son-
repo' and skill in the applita-
tiuts of these concepts.

Supplies the instructed
results lions the Reading
Versatility 'rest (Ent.).

Explains and demonstrates in
a paper.

or
Assesses the readability of books

by considering vocabulary.
sentence length, and concept
density.

Reinforces children's behavior
during lessons in sot pal
studies. science. literature.
and math.

Demonstrates in a napes.
or

Completes an ..al or written
exam.

Demonstrates on an exam or in
a paper.

Submits lesson plans,
materials. and pupils'

work papers.

and the difficulty of the material.

IX-9-E

Read referents-3. Attend dem
onstr..tion and group pras-
tire sessions. Complete the
Reading Versatility Test
(Advansed) by 'McDonald,
Zimny, and Byrne (um).

Read and study references.
Attend lecture-demonstration
on determining readability.

Observe videotape demonstra-
tion lessons. Dismiss observa-
tion with university staff and
peers. Implement lesson for
pupils.

IX-9-A

Consult appropriate literature
and resears h. Attend lectures.

Same as preceding.

Consult How to Become a
Better Reader by Witty.
Lesson S. and other appro-
priate referemes. Attend
demonstration sessions.
Teach pupils.
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Competencies Criterion Behaviors Learning Experiences

Specialization Levet
Communicates researdi finding

and current trends to tea, hers,
administrators, and pat tats.

10.

Demonstrates new instructional
materials to teat hers and
administrators.

Demonstrates competence in teaching
significant information.

Professional Entry Level
Knows that the good reader com-

prehends the organization of
what he reads: i.e., be thinks
while reading and outlines the
relationship between main
ideas and subordinate ideas
and arranges the information
in logical order.

Employs these actisities to guide
pupils to pies iew what they
read:

Retelling stories that are
read

Grouping series of pictures
in logical or chrono-
logical sequences

Grouping series of details
about malt ideas

Developing outlines for
stories with headings
and subheadings

Arranging records. direc-
tions, or ideas in sequen-
tial order

Assembling information and
arranging it into a story.

Exhibits skill in perceiving
these bask patterns of orga-
nization: time order, cause.
effect, comparison-contrast,
simple listing. (Maintenance
or review sec Analysis of
Meaning Module.)

Displays competence in having
pupils write summaries by:

Selecting the main idea of
a paragraph from four
possible choices

Noting how various writers
introduce topics or sum-
marize ideas

Outlining graphically a
paragraph on scientific
topic

Summarizing a message to
be sett by telegram

Selecting the best summary
from a series of
summaries

Writing headlines
Writing summaries of stories read.

Reports on the effectiveness of
the inservite session.

of

Prepares a service bulletin.
Same as preceding.

pupils to utilize productive

IX-9-S
Observe a reading supervisor.
Plan with supervisor.

Same as preceding.

techniques for identifying and retaining

Demonstrates by outlining and
arranging material from
reading passages.

Evaluates instruction by test-
ing pupils. Supplies test
results.

Performs with 90 percent
acct racy' on an exam.

Submits pupils' work.

Attend demonstration and work
sessions. Practice. Discuss
exercises with peers.

Observe demonstration teacher.
Review instructional ma
terials. Plan lessons with
demonstration teacher. Teach
Pupils.

Attend lecture. Complete prac-
tice exercises. Discuss exer-
cises with university staff
and peers.

iMserve videotape demonstra-
tion lessons. Attend discus
sion with university staff and
peers. Plan lessons with read-
ing supervisor. Teach pupils.
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Competencies Criterion Behaviors Learning Experiences

Professional Entry Level (Cont.)
Instructs pupils in making out-

lines to summarize informa-
tion. (Maintenance or review
sce Synthesis and Generali-
zation Module.)

Knows that underlining tech-
niques include:

Surveying the chapter
Underlining after having

read a headed section
Underlining main ideas,

significant details, and
word phrases that
indicate organization.

Displays competence in directing
pupils to take notes.

Teaches pupils to employ the
sctSg method of study as a
means of identifying and
retaining information.

Advanced Level
Lists a developmental sequence

for teaching pupils to utilize
Productive techniques for
identifying and retaining
significant information.

Reinforces pupils who employ
the sot method of study.

Seeks references which report
current findings in teaching
pupils to utilize productive
techniques for identifying
and retaining significant
information.

Has pupils apply principles
they have read to aid
retention.

Teaches self-recitation tech-
niques to pupils in the
intermediate grades.

Specialization Level
Organizes a workshop session on

teaching children to underline,
take notes, outline, and
summarize.

Assesses the effectiveness of an
instructor's teaching under-
lining, notetaking, sum-
marizing, and the so3s
method of study.

Demonstrates in planning and
implementing lessons.

Employs techniques by under-
lining one chapter.

Directs pupils to follow criteria
for good notctaking tech-
niques. Submits pupils' notes.

Submits lesson plans. Presents
lessons in the presence of a
faculty assessor.

Presents list to peers. Defends
sequence orally in the pres-
ence of a faculty assessor.

Reinforces pupils using the
sq3x method of study during
an observation.

Reports findings in a paper.
Or

Completes an oral or written
exam.

Submits a paper discussing the
retention of pupils who apply
principles and those pupils
who do not.

Presents lessons in the presence
of a faculty assessor,

Reports on effectiveness of
workshop.

Prepares a paper evaluating
instruction in either under-
lining. notctaking, summar-
izing, or the sq3R method of
study.

Observe demonstration teacher.
Plan lessons. Review ;OM rl/C
tional materials. Implement
lessons for pupils.

Attend lectures on underlining.
Complete practice exercises
with peers.

Read and study Improving the
Teaching of Reading by
Dechant, pp. 416.418, and
other appropriate references.
Attend demonstration and
practice sessions.

Study stgia method of study or
owls alent Praedi e using
method in carious rontent
areas. Discuss techniques
with peers. Teach pupils.

IX-10A

Read and study appropriate
literature and research. At-
tend lectures. Prepare list.

Study and practice rear hniques
of positive reinforcement.
Work with pupils.

Consult appropriate 1 eferenres.

Attend group discussion. Teach
two groups of pupils.

Read appropriate references.
Observe several demonstra-
tion teachers. Plan and im-
plement lessons for pupils.

Attend group discussion. Plan
with university staff. Conduct
a one-session workshop.

Attend discussion sessions on
evaluation. Work with
teachers.
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Each participant should be assessed for specific competencies by the criterion
behaviors or equivalents listed. Some suggested means for judging mastery of a
particular competency are analyzing lesson plans for objectives, for instructional
materials, for teaching techniques, and for procedures; observing the implementa-
tion of lessons; evaluating knowledge based on test results; and evaluating the
achievement and performance of the participant instructed. When a particular
competency has not been mastered, the assessor should diagnose the problem(s)
and recommend learning experiences that would lead to mastery of that compe-
tency.
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Developing Literary AppreciationYoung

Children: Resource Module 10
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Revised: March 1973

This resource module should be used in developing instructional modules at the
professional entry and advanced levels for all teachers in the early childhood and
elementary school programs. The content of competencies at these levels, as well
as at the specialization level, is needed also by anybody who is progressing toward
a leadership role in supervision and curriculum. Inservice education programs
based on the module will be helpful to teachers of young children who have
not had adequate preparation programs in college or who want to become
familiar with materials and techniques that have been promulgated since their
years of college study.

Introduction

The intent of this module is to develop proficiency in helping young children
attain appreciation of appropriate literature as inspiration for listening and read-
ing. The learning experiences are designed to provide teachers with a background
of competencies for leading young children to:

1. Identify familiar types of stories and books.
2. Select and dramatize interesting stories.
3. Enjoy the rhythm, mood, and imagery in poems.
4. Interpret illustrations for stories in terms of personal experiences.
5. Discriminate between real and imaginary stories.
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6. Share information and interesting events from stories and poems.
7. Predict outcomes of stories.
8. Create original stories and poems.
9. Participate in other experiences that contribute to total language growth

and development.

Closely related to the suggested performance competencies is the reinforcement of
the teacher's knowledge of children's literature and the function of such literature
in the program of child development.

Preparticipation Assessment

Formal methods may be developed to pre-assess mastery of competencies. Par-
ticular techniques suitable for pre-assessment in this module might include:

1. A self-assessment checklist on attainment of competencies listed in Module
Ten.

2. Written tests on children's interests and on types and qualities of literature
for young children.

3. Observation of classroom performance on the development of literary ap-
preciation.
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Ccirn petem ics
(:riterion Behaviors and Alternate

Techniques of Assessment Learning Experient

Gives evidence of familiarity with varieties of children's literature.

Professional Entry Level
Explains at least fiie different

types of literature fur smug
children: fair) tales. folk
stories. fables, poet's, bihli
stories, and picture stories.

Uses selective criteria for choosing
hooks for young children:

Opening contains quick
at lion.

Characters, setting, Plots,
and themes arc simple and
truthful (extent fantasy).

Dialogue tells much of the
stilly action and
t hat at tit

Cot.tains realistic
characterisation.

Choice of words and expres-
sions appeal to the fancy
of soling children.

Has luminous appeal.
Story is unique.
Story progresses steadily

toward climax 0: sui prise.
Story ha: sinning moral

tone.

Identifies at least ten of the
authors and illustrators who
made outstanding rout

to childrer.'s iiterature.

Identifies elements in stories and
poems that interest young
children.

Advanced Level
Leads children to develop dis-

crimination among real stories,
imaginary stories, and poems.

Writes a critical analysis of five
examples of the sations
genie of children's literature,
containing the following
elements:

Justification for identifying
selections as examples of
each genre (including
the selection criteria
used).

Determination of major
plot structure and stub.
plots or parallel plots in
each selection.

Judgment of the triviality
of incidents ex-
ample to the basic plot
smuttily and whther
the im idents help the
story mute toward its
tom lesion.

!dent i fit ation of the climas
and false climaxes in
ea( It selection.

identification of devices
and mechanisms used to
tell the story.

Identification of the point
of view from which story
is told.

Illustration of achievement
of character development
or deliserance.

Determination of major
theme and subtheme:).

Provides a written report on
outstanding contributions
made l) authors and illustra-
tors to children's literature.

Lists the elements in favorite
stories with greatest appeal
to young children.

Lists the elements in favorite
poems that interest young
children.

Prepares materials for three
lessons. Explains the use of
varied materials in develop.
ing discrimination.

X.l.E
Study sneral of the follow-

ing source books:
Arbuthnot and Sutherland,

Children mid Books, 1972.
Huck and Ktulin Children's

Literatute in the Elemen-
tary School, 1968.

Nelson, A Comparative
Anthology of Children's
Literature, 1972.

Anderson and Groff. A
Nem look at Childtell'S
Litetattile, 1972.

Participate in an 'inter-
mix" group study to

Define the genres of
literature for young
children included in all
sources.

List ten examples of
each genre in biblio-
graphical form.

Define these terms:
plot, climax. characteri-
zation, theme, authen-
ticity.

Revicce the
source an:a

lvvection aid:so
ork
and for

books
criteria f

children. 1°°ks for
Lisftatlleeacstt. five criteria

for

Visit

ng books for

children.
imcaatechildren's library.

a.. background

ten
d dew,

t Inform

outstanding t

to th.
a least

children's , -9tribut

Study references

literature.
Inns

irougi
es and

Prepare
' group

.. share

Myer__
a checklist.

Read
Observe children.

childrenral
selections to

X-I.A
Compile a resource file.
Work with children in discrimi-

nating among real stories,
imaginary stories, and poems.
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Competenties
Criterion Rehatiors and Alternate

Techniques of Assessment Learning Experiences

Advanced Level (Cont.)
Recognizes the application of

common literary terms in chil-
dren's literature.

Specialization Level
Advises tear hers in selecting

various t-ipes of literature for
use with children.

Experiments to compare the
effects of a structuieci and
nonstructured literature
program.

Ass.Ases qualities of newly pub-
lished literati y selections.

Inspires children to enjoy poetry.
Yrofetsional Entry Level

Provides experiences for children
to express the rhythm sug-
gested in poems.

Leads children to identify ap-
Pealing euphonious words and
rhythms in varieties of poems.

Leads children to interpret varie-
ties of moods created by poetry
selections.

Helps children perceive and
enjoy sensory imagery in
poems.

Provides examples from dui-
dretr's literature explaining
lice application of common
literary terms.

Produces teacher's lists of
books and selections to be
used with children.

Prepares a research report. De-
signs charts and graphs to
compare evidence.

Writes and presents a review
of a newly published chil-
dren's book.

Demonstrates scat
nique with classmates.

Presents a tape recording of
two teaching experiences
with a group of children.

Plans material for three lessons.
Outlines three approaches in
a demonstration with class-
mates. Presents an analysis
of skill development.

Demonstrates with a group of
children. Exhibits words and
pictures produced by chil-
dren depicting various feel-
ings in poems.

Presents sensory images re-
flected in children's art work,
tape recorded discussion, and
dictated words and phrases.

Visit a children's library.
Locate examples of the follow.

ing genres in children's
literature:

fable
fairy tale
short story (fiction)
folktale
limerick
rhyme

X-IS
Work with teachers in classi-

fying the literature available
in their classrooms and
school.

Help teachers recagnize the
various types of literature,
differences in readability, and
possible uses in the language
program.

Study research.
Design an experiment.
List criteria for comparing a

control group with an ex-
perimental group. .

Conduct the experiment.
Study reviews of children's

books in Efementary English
and Reading Teacher.

X'2 -E

Select rhythm poetry from
references.

Develop plans for rising
mimetic exercises with young
children,

Write lesson plans.
Practice with colleagues.
Collect a series of poems and

illustrations.
Observe classroom demonstra-

tion.
Listen to recordings.
Experiment with a group of

children.
Observe a demonstration

teacher.

Use anthologies and teacher's
guides.

Work with a group of children.
Select poems suggesting the use

of the five senses for
meaning.

Write plans for classroom
practice.

Practice with colleagues.
Work with a group of children.
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Competent it's
Criterion Behaviors and Alternate

Techniques ol Assessment Learning Experiences

Advanced Level
Demonstrates methods and ma-

terials to student mutters to
stimulate the use of poetry in
the language arts program.

Leads children to eompose coup-
lets and four-line verses.

Specialization Level

Plans curriculum in poetry for
young children.

Lists fifteen poems and explains
possible uses with children in
developing a sense of rhythm,
awareness of euphonious
sounds, feelings, and imagery.

Presents three examples of
classroom activities.

Distributes and discusses an
instructional bulletin.

Exhibits children's poems.

Presents a developmental pro-
gram of poetry for use with
young children. Leads a
group of teachers to utilize
a program for one semester.

Describes the 0111( ome of
5. pet visory experience.

Leads children to discover enjoyable qualities in stories.

Professional Entry Level
!..eads children to anticipate en-

joying stinks by examining
well-done it lust rations.

Stimulates child to enjoy he-
liavims of Mt.!, tit:mains with
whom he can identify.

M-not.1,....iperientes that help
children preserve the plot
sequence in stories.

Leads children to anticipate the
climaxes in stories.

Lists criteria for good illustra-
tions.

Exhibits several good illustra-
tions.

Conduits a miniteathing dem-
onstration with classmates.

Presents plans and materials
fin I) listening activities,
2) independent reading
activities, and 3) story dis-
cussions for use with one
mom) of children.

Describes outcomes of a teach-
ing experience.

Lists types of
selected for teaching.

Presents a tape recording of
children's responses to stories.

Describes teaching procedures
to classmates.

Presents orally the lesson plans.
Demonstrates two lessons with

a group of children.

X-2.A
Read references.
Collett poems from anthologies.
Examine curriculum guides.
Prepare an instructional

Exchange ideas for motivating
creative expression with
teacher group.

X-2-S

Study research and authorita-
tive opinion.

Collett programs for use by
teachers of young children.

Develop cooperative plans.
Maintain records of materials,

individual plans, and out-
comes for teachers and
children.

X-3-E

Begin a story' tollection.
Classify stories atcording to

sm.( ific features.
Plan activities for use with

children.

Observe a demonstration
teat lice.

Read references.
Plan listening activities.
Plan independent reading

actisitics.
Plan discussions of story

characICIN.
Teat!' one group of children

for at least one week.
Visit an instructional materials

center.
Read examples of children's

stories having defined
sequctues.

Add to the story collection.
Use favorite stories with five

children.
Select stories with easily identi-

fied climactic points.
Observe storytelling sessions

in libraries and classrooms.
Read references.
Plan several lessons for a group

of children.
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Competencies
Criterion Behaviors and Alternate

Techniques of Assessment Learning Experiences

Advanced Level
Demonstrates additional materials

and activities for motivating
children's interest in stories.

Sets up a classroom language arts
center containing story- listen.
ing equipment and novel tech-
niques for recording pupil
reactions.

Specialization Level
Compares and contrasts the re-

search on the communication
processes involved in listening
and reading.

Demonstrates to teachers several
novel methods of leading chil-
dren to enjoy good stories.

Describes several successful
techniques in a written
report.

Plans an activity booklet with
objectives, directions, needed
materials, and bibliographical
information.

Provides a picture of the
language arts center.

Presents a written summary of
findings and implications.

Summarizes findings to teachers
in an instructional bulletin
and faculty discussion.

Describes a videotape demon-
stration.

Explains materials and plans
for classroom story centers.

Involves children in dramatic experiences which lead
ipating in varied dramatic activities.

Professional Entry Level
Leads children in activities that

suggest the use of creative
body movement.

Leads children to identify per-
sonally in dramatic play activity.

Provides experience for children
in pantomiming story
situations.

Leads children to select and
dramatize stories.

X.3.A
Observe demonstration teachers.
Study references.
Collect suggested activities and

materials.
Experiment with a group of

children.

Visit other classrooms for ideas.
Consult references.

X.S.S

Study research.
Attend lectures.
Prepare written report of

research.
Write an instructional bulletin.
Collect stories in books, records,

films, filmstrips.
Prepare plans for classroom

story centers.
Videotape a teaching demon-

stration.

them to enjoy creating plays from stories and partic-

Demonstrates activity with class-
mates.

Presents written plans and
outcomes.

Describes children's interpreta-
tions.

Explains to classmates the value
of dramatic play.

Demonstrates dramatic play on
tape with a group of chil-
dren.

Presents a written evaluation
of planned and unplanned
activities.

Conducts three activities with
children.

Reports observations.
Lists collection of resource

material.
Presents written plans.
Presents a written lesson plan.
Demonstrates a tapc recorded

lesson on play reading.

X.4-E
Read references on creative

dramatics.
Observe demonstration teachers.
Collect activity suggestions,

stories, and plays.
Prepare a lesson plan.
Conduct a class activity with

children.
Observe nursery and kinder-

garten classrooms.
List implements useful for

dramatic play.
Read references.
Prepare written outcomes of

dramatic play activity.
Plan several dramatic play

activities.
Read references.
Select plays and stories with

interesting single incidents
for pantomiming.

Observe demonstration teachers.
Practice with classmates.
Read references.
List resource stories to

dramatize.
Work with a group of children

in a play-reading activity.
Tape record the children's

performance.
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Competencies
Criterion Behaviors and Alternate

Techniques of Assessment Learning Experiences

Advanced Level

Teaches children to develop crea-
tive plays as an outgrowth of
literary experience and to use
Puppetry as a means of
presentation.

Demonstrates the value of varied
dramatic activities to the devel-
opment of children's interests
in literature.

Specialisation Level

Conducts a workshop on the
development of dramatic activi-
ties: dramatic play, creative
drama. role playing. and
puppetry.

Conducts research to find the
relationship between drama
activity programs and develop-
ment of children's attitudes
toward literature.

Presents two creative plays
developed by Children.

Demonstrates children's use of
puppets.

Outlines procedures in play
development.

Leads classmates in construc-
tion of puppets.

Presents videotaped lessons.
Summarizes research findings.
Distributes and explains lesson

plans.

Leads a panel discussion for
col Ic:,gues.

Presents data on achievements.
Shares written bulletins and

plans.

Presents a written research
report.

Summarizes findings for
colleagues.

Draws inferences from findings.
Lists problems for further

research.

X.4-A

Write plans with a demonstra-
tion teacher.

Prepare children with a care-
fully selected story or poem.

Serve as a recorder for the
children as the play develops.

Assist the children in practicing
with puppets and practicing
the play.

Evaluate and repeat the proce-
dure with refinements.

Read research and authorita-
tive opinions.

Prepare lesson plans of dra-
matic activities: rhythmic
body moiements, dramatic
play, pantomiming, puppetry,
and shadow plays.

Videotape planned experience.

X-4-S

Observe classroom activities.
Read references.
Lead fat ulty workshops.
Prepare instructional bulletins.
Collect and summarize successes.

Read research.
Design observation guides.

assessment forms, and check-
lists.

Randomly sample classroom
teaching practices.

Observe participating teachers.
prepare a research report.

a0. Stimulates an understanding and enjoyment of some special literary forms: fairy tales, fables, and folk stories.

Professional Entry Level

Leads children to reading activity
through the use of fairy tales
containing large type, colored
illustrations, and synchronized
pictures and text.

Guides children to draw personal
interpretations from moral
messages contained in fables.

Presents sample book !elections
to classmates.

Identifies storks used for a
beginning reading activity.

Displays charts and illustrative
material.

Demonstrates lesson plans using
three classmates.

Demonstrates by teaching two
ks!ons with classmates.

Presents written plans.
Distributes resource material to

classmates.

X-5-E

Visit a library to select books.
Prepare several selections for

listening activity.
Prepare children to tell

familiar stories.
Develop experience charts with

children concerning stories.
Collect and label illustrations.
Identify simple sight words on

charts and labels.
Prepare a complete lesson plan

for classroom presentation.

Read anthologies.
Prepare lesson Plans.
l'ractice with classmates.
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Competencies
Criterion Ilehasiors and Alternate

Techniques of Ar.sessmc.nt lettritittg Ex rit.tiettc es

Professional Entry Level (Cont.)
1 eat lies chilthen to respond to

the human amitotic, and
dramatic action in folk tales.

Advanced Level
Evaluates a school literature

Program by muscling I) thil-
dren's use of le'. tune for
leading books for fun and
relaxation; 2) children's inde-
pendent selections of books,
stories, and poems; 3) chil
dren's creative expression of
literary selections; and
4) amount of literary-sharing
activity.

Demonstrates an activity program
on special literary forms for
student teachers.

Specialization Level
Conducts inners he ;utilities to

help tear Inns in the develop-
ment of units which integrate
literature in the language arts
activities.

6.

Assists teachers with evaluation of
literature programs.

Explains the functions of literature
Professional Entry Level

Distinguishes difference between
developmental reading level
and interest level.

Prepares a list showing the
variations in interest among
ten students.

Advanced Level
Compares interests of children

with different intellectual
levels.

Demoinic.ites with a small
woo of children.

Piesents sullies and taped
material to classmates.

Presents results of followup
activities.

Presents written report of
findings.

Itif um% sr hoot officials of
findings.

Shares videotapes.
Presents written plans for all

activities.
Explains all materials.

Presents written inservit e plans.
Evaluates su«esses.

See foregoing Advanced Level.

in the school program.

Presents a mill len summary
showing the o. i fferein es in
classroom activities aimed
toward achieving int reased
interest and reading levels.

orals and rePotts the ,aita-
lion aoloog ten children.

Lists the book selections of four
slow and four bright children
and draws inferences which
might be useful in planning
classroom activities.

Collect tesotine stories.
Obserse de sttation teachets.
Tape record stories.
Plan art and dramatic followup

artivities.
Work with a small group of

children.
X5A

Observe classroom activities.
Interview children. teat hers,

librarian, and principals.
Design questionnaires and

checklists.

Read references.
Develop written plans.
Make videotapes.

X-5-S

Establish working relationship
with a principal and faculty.

Examine present program.
Plan inservit activities.
Develop curriculum guide.
Collect resource books and

materials.

See foregoing Advanced Level.

X6E
Read "Developmental, Interest,

and Reading Levels," by
Sebesta. Evaluating Books for
Children and Young Profile,
lt.% Perspectives in Reading
No. 10. 1968. 16-26.

Check comprehension and pref-
erences in ,riding among
ten students.

Determine methods of finding
interest level by searching the
literature.

X6A
Read and summarise at least

two research reports on
interests of slow and bright
hilcIren.

Observe book selections of font
slow and four bright children
of same age.

Observe children.
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Competencies
Criterion Behaviors and Alternate

Techniques of Assessment Learning Experiences

Advanced Level (Cont.)
Compates piesem-day teaching of

literatm with the historical
role of literature in the curric-
ulum for young children.

Arranges a classroom library to
provide a balanced selection
of children's litetattire.

Provides at :i cities related to
literary selections that promote
vocabulary growth.

Specialization Level
Conducts faculty workshop on

bibliotherapy, or prepares
bulletin on bibliother apy.

Seeks improved ways to determine
children's literary interests.

Identifies improved methods of
extending children'. literary
interests.

Presents a report summit inng
authoritatise opinion on the
function of literature in the
curriculum for the young
child.

Completes standard observation
forms and writes reports of
classroom visitations in which
teaching literature to pre-

grade groups
was observed.

Prepares a room plan and a list
of titles that shows an aP
pealing classroom library, in-
cluding samples of old and
new books, fiction and non-
fiction. prose and ?octry, at
different readability levels.

Writes four examples of activi-
ties which provide for voc ab-
ulary growth.

Lists ten poems and ex plains
the use of each in providing
for vocabulary' growth.

Describes problems, book selec-
tion, process. methods, and
evaluation of bildiotherapy
with two children.

Presents bulletin.
Leads discussion with col-

leagues and librarians in the
study of ways to determine
children's literary interests.

Report tee colleagues the results
of attempts to extend literary
interests with one group.

Study references and incline
and present a teport sum.
mariring authoritative opin
ion on the use of didacticism,
stereotyped plots and char
asters, fantasy, and realism.

Make two classroom visita-
tions in which the teaching
of literature may be observed:
one visit at the nursery or
kindergarten level and one
at the first grade level.

Contact the school
Arrange for visits:

communicate your pur-
poses,

obtain teacher's commit-
ment to time. levels of
students, objectives,
materials, procedures.

Other concerns:
feedback to teachers,
completing visitation

form.
Use source and selection

aids and anthologies to de-
velop a list of desirable
hooks for a classroom library
collection.

Review multimedia materials
appropriate for young chil-
dren.

For example, see trade catalogs
and multimedia resource files.

Study packaged literary ma-
terials for suggestions.

Meet with librarians and read-
ing specialists.

Lecture.
Prepare an instructional

bullet in.

X-6-S
Match hooks with two pupils

in an attempt to begin pro-
cess of problem awareness
and perception.

Review research.
Plan for assessment of chil-

dren's interests as suggested
by references.

Discuss with other colleagues
for evaluation.

Construct and implement plans
for a group of five to ten
students in one class, aimed
toward extending literary
interests.
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Competencies
Criterion Behaviors and Alternate

Techniques of Assessment Learning Experiences

Assesses and records the development of literary interest.

Professional Entry Level

Administers a simple interest
inventors.

Develops a system for students'
use in keeping records of
personal reading.

Recognizes creative abilities of
children in reporting personal
literary choices.

Advanced Level

Demonstrates a knowledge of
research on literary interests.

Uses literature as a medium for
reinforcement of communica-
tion skills.

Specialization Level

Assists teacher.eclucation students
in the accomplishment of prac-
tical experiences listed in the
professional entry level.

Evaluates school programs in
developing greater literary
interests.

Demonstrates integration of the
literature program into the
total language arts program.

Ptesents results of the inven-
tory made by Paul Witty.
Adapts material to new media
and environmental situations.

Offers a personal reading-
record form.

Presents a collection of photo-
graphs with five different
ways of recognizing pupils'
personal tastes in literature.

Complete one activity with a
partner.

Presents a summary of research
on literary interests of chil
dren; includes age, sex, and
developmental factors.

Presents plans to utilize litera-
ture for reinforcement of
skills in listening, speaking,
writing, and reading.

Summarizes the levels of attain
ment for three teachereduca-
tion students.

Evaluates the degree to which
plans accomplish desirable
pupil outcomes.

Reports findings.
Recommends possible ways of

improvement.

Tapes three lessons for teacher
use.

Shares information from refer-
ences in a written summary.

X-7-E

Study research on children's
literary interests, especially:

l'aul Witty,
Elementary English, and
Reading Teacher.

Collect various record-keeping
systems used by teachers for
evaluating pupils' reading.

Design a personal reading
record that classifies reading
selections and motivates for
reading many types of
literature.

Study references.
Discuss with librarians, art

teachers, and music teachers.
Visit schools.

X7A
Study recent research.
Determine different literary

interests among boys and
girls.

Isolate common elements of
interest in stories and poems.

Examine literature to deter-
mine the degree to which a
particular skill can be more
effectively reinforced with a
literary selection.

Y. 7-5

Contact three teacher-education
students and assist them in
reaching the level of compe-
tency specified tinder the pro-
fessional entry level.

Requite school visitations and
community surveys.

Obtain various literature cur-
ricula and c;tatritic them.

Observation.
Study research and authorita

tive opinion.
Interview.

Study references.
Practice with peers.
Classroom observation.
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The following techniques are recommended for assessing professional com-
petency growth according to the specific criterion behaviors listed in the module.

1. Observation of performance: including the implementation of planned
lessons, contributions to class discussion, participation in committee func-
tions, and attainment leading to pupil growth.

2. Tests and quizzes: optional tests and quizzes on literary knowledge or be-
havioral characteristics of young children in lieu of specified criterion
behaviors.

3. Analyses of preparations: including lesson planning, development of re-
ports, review of relevant research, interpersonal skills, and preparation of
original material.

CONTRIBUTING CONSULTANTS

Mary Austin, University of Hawaii
Mary Ellen Batinich, Illinois Reading Council, IRA
Patrick Groff, San Diego State College
Helen Painter, Kent State University
Harry Sartain, University of Pittsburgh
Elaine Wolfe, University of Northern Colorado
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Editorial contributions by Betty Horodezky

It is recommended that this module be used in planning instructional modules at
both the undergraduate and graduate levels for secondary teachers of reading
and English. Persons preparing to become reading specialists, who will work
with teachers at a range of school levels, should attain the competencies recom-
mended at the professional entry, advanced, and specialization stages. Inservice
education programs based on this module should be particularly valuable in
helping young people develop positive attitudes toward literature instead of the
negative attitudes that have been too common in the past.

Introduction

The development of literary appreciation has been a less-than-successful en-
deavor of the American school system. The apparent inability of the schools to
produce a nation of readers has been sharply criticized by professionals and lay-
men. Confusion about methods has contributed to failure, and increasing failure
has, in turn, provided greater confusion. It seems rather obvious that the develop-
ment of literary appreciation is a universal goal, but we do not have any clear-cut
ideas about the best way to accomplish such a goal.

The major cause of the problem is that literature has substantive content and
quality. Traditionally, the teaching of literature has focused primarily on analysis
and understanding of the literary selections themselves. Because these works exist
as entities with intrinsic merits, the assumption has been made that exposure and
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analysis in professional terms promote literary appreciation and desire for con-
tinued reading. Reality does not bear this out.

Appreciation of literature develops on a continuum from the earliest language
experiences of the child. Just as we strive for competency in word attack, literal
comprehension, and oral reading in the early years of school, we must strive with
equal fervor for competency in enjoying style, plot, characterization, language
all the elements of literaturevery early in the school years. As the student ma-
tures, the literature appropriate for his abilities and interests will present other
kinds of reading problems. These, too, must be dealt with so that the student can
achieve the reading maturity to appreciate and enjoy the fine literature of the
world.

This module on the development of literary appreciation for young adults
has been organized from a reading teacher's point of view but with the purpose of
being used in the English classroom. The dual emphases of development of skills
and of enhancement of creative responses demand a thorough understanding of
literature, as well as of young adults, by the teacher.

Teaching techniques cannot be separated from the selection of materials. The
question of literary selections for young adults has been under considerable
examination of late. The philosophy inherent in this module concurs with a re-
cent statement by the Pennsylvania College English Association:

... Milton, for example, is one of our greatest writers, but we feel that it is
possible to live something like a good life without having read Milton. A
good life which does not involve literature irk any form, is, however, more
difficult to imagine. In the long run, it is better, we feel, for a student to
leave high school desirous of reading more literature, a desire which would
eventually lead hint to Milton, than to have struggled through some snippets
of Paradise Lost and to have come to hate "English."'

The abundance of worthwhile junior fiction with great relevance for present-
day students has provided reading teachers with excellent transitional materials
which can not only lead students to read but can lead them to read mature
literature. For some students, junior fiction may be terminal materials in reading.
But this outcome is not important since a well-read National Velvet is better than
a "pale perusal of A Tale of Two Cities."2

When planning strategic for teaching, the teacher would be well advised to
consider Burton's major categories of students' problems in the reading of litera-
ture: ". . . imaginative entry into the work, and judgment of the author's skill
in this medium."3 Embracing both the cognitive and affective domains in read-
ing, they provide a convenient testing ground. Implementation of teaching tech-

1 Pennsylvania College English Association Newsletter (mimeographed), 1972.
2 Louise Rosenblatt, "Literature: The Reader's Role," English Journal XL1X (May 1960), pp.

304.310, 315.
3 Dwight L. Burton, Literature Study in the High Schools. (New York: Holt, Rinehart, and

Winston, 1967), pp. 144-147.
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nique,s must be handled cautiously, for all the planning, individualizing, and
good will can be undone by injudicious questioning and thoughtless evaluation.
Questioning is a valuable tool for stimulating response as well as for diagnosis
and evaluation, but it can be a destructive weapon as well. In addition, an under-
standing of the effect of questioning and evaluation necessitates a thorough and
thoughtful appraisal for the reason assessed by Berg:

Studies in educational psychology indicate that students learn in the manner
of their evaluation and not in the manner of their instruction. That is, a
teacher may concern himself with teaching literature in a way calculated to
produce a variety of changes in the student.. .. But contrary to all our la-
bors, students do not learn these habits of attitude through reading if evalu-
ation is dominated by factual questions only. Neither will deeper insights
into the literature itself be produced if evaluation does not require the
student to examine the insights he has gained through reading. It is the
student's own insight, after all, that is the important thing. Although detail
and structure are important, the internalized meaning is the thing we want
to have happen.4

By their very nature, modules are skeletal and behaviorally oriented. Perhaps
this is as it should be; for in teaching, as in life, we are what we are, not by our
words but by our acts.

Preparticipa t ion Assessment

The pre-assessment for this module on teaching literary appreciation to young
a4ults cop,ist of: 1) n competency-based checklist to be administered to stu-
dents at all levels upon entrance into the program. This list will cover the prin-
ciples, procedures, and methods for teaching Resource Module Twelve; 2) an
objective examination to determine the student's familiarity with representative
selections of literary works; and 3) an interview with the instructor to determine
specific placement.

4 Paul Berg, "Reading in LiteratureA Lively Art," Reading and Inquiry, Proceedings of the
Annual Convention. (Newark, Delaware: International Reading Association, 1965), p. 105.
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MODULE TWELVE
DEVELOPING LITERAIIV AP1'RE1.I1TION: YOUNG

MODULE EXAMPLES

Competent IS Crites ion Behaviors Learning Experiences

Understands the concerns and drives of the young adult and the literary
adult can identify.

Professional Entry Level
Summarizes social and biological Demonstrates competency in

concerns of students. ages essay examination.
13.18.

Identifies community and synthd
problems and pressures which
strongly influence current
thinking of youth.

Demonstrates familiarity with
literary selections with which
youths can identify,

Advanced Level
Identifies reading !esti of

literary selections.

Recommends reading for atypical
students with

Narrow interests
Limited reading ability
Poor attitudes toward reading
Sophisticated reading abilities
Different cultural back-

grounds
Plans actitities that are motiva-

tional for young adults:
Beok fairs on specific topics,

i.e., ecology, personalities,
current social problems,
ethnic groups, careers.

Dramatic presentation of
selections by students.

Specialization Level
Leads faculty in studying stu

dents' values habits.

Leads faculty in examining stu-
dent reactions to literary selec-
tions and learning experiences.

Selects, with librarian's help,
up-to-date literary materials
including recordings and tapes.

Presents dyes: examples for
class discussion.

Destribes six examples of
junior and adult fiction to
class.

Presents to class readability
studies on three selections:
one junior novel. OOP classic,
and one current biography.

Submits resource file for each
category.

Describes three examples in
each category for class.

Presents brief proposal for
book fair and lists five books
for each topic.

Demonstrates through partici-
pation with colleagues in
three selected episodes.

Describes. findings with ex-
amples at inservice meeting.

Presents checklist.
Demonstrates use of checklist

for classroom teacher.

Describes examples of new
materials to faculty.

Plans workshop with faculty on Outlines plans for proposed
motivational activities for workshop or writes brief
young adults: description of successful

Film festivals workshop.
Book fairs
Multimedia techniques
Informal lectures by writers
Field trips

selections with which the young

X11-1-E
Read references.
Attend lectures by experts in

field.
Interview several students to

learn current concerns.
Study references.
Participate in buzz session.
Interview students.

Study references on junior and
adult fiction.

Prepare resource file.

Analyze and evaluate readabil-
ity formulas. Practice with
several literary selections.

Consult references and reviews
in t ument periodicals and
professional journals. Review
bibliographies.

Begin resource file.

Study references and reviews in
current periodicals and pro-
fessional journals.

Consult with experts including
librarians, counselors, or
other faculty members.

Practice with colleagues.

XII-I-S
Survey slang expressions and

musical preferences of young
adults.

Compile and report data.
Prepare checklist with

committee.

Prepare recptisition.
Study publishers' catalogues

and professional library
literature.

Consult with librarian.
Consult with faculty.
Study references on suggested

activities.
Consult with writers and with

other community resource
people.
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Competencies Criterion Behaviors Learning F.xperiences

Sped* Hutton Level (Cont.)
Demonstrates familiarity with

current teaching trends in rela-
tion to sociopsychological
-henries concerning:

Improvement of self-image
for black students and
other ethnic groups.

Appreciation of cultural
heritage of other groups.

Ro?c of literature in the
development of culture.

Deepening understanding of
human problems through
literature.

Chic. articles and research on
into dist iplinary approac lies
to teaching literary appre-
ciation.

Submits a minibibliography on
cultural heritages of people
in local community.

Inspires young adults to read and enjoy fiction.

Professional Entry Level

Demonstrates familiarity with a
variety of fictional selections:
novel and short story.

Understands that the junior
novel is transition ;' in develop-
ing reading maturity from chil-
dren's literature to adult
fiction:

Identifies elements of interest
in junior novels for young
adults.

Identifies elements of literary
style in junior novels of
literary merit.

Well-conceived plots.
Character development.
Rudimentary symbolism.
Authentic settings and

details.

Submits annotated bibliog.
molly. citing approximate
reading les,:1 of each work.

Demonstrates competency on
writ ten ex aminat ,on.

Reviews and discusses two
junior novel,'

Understands levels o: reading Analyzes short story in terms
comprehension tasks (adapted of levels of comprehension
from Barrett's Taxonomy): in written report or

Literal comprehension as the examination.
reading of information
directly stated

Reorganization of the ma-
terial for analysis, syn-
thesis, and summary

Inferential comprehension Analyzes short story or novel in
as information not ex terms of comprehension
pressly stated but gained tasks in written report or
through symbolism, detail, examination.
setting, and figurative
language

Study referc .res.
Consult with experts.
Prepare models of instruc-

tional materials.

XII-2-E

Study references and reviews.
Attend lectures.
Compile bibliography.

Study references and reviews
Read and analyze junior novels.

Read reference on comprehen
sion.

Study selected works.

Read references on comprehen-
sion.

Read selected short stories or
novels.

Thomas C. Barrett, "Taxonomy of Cognitive and Affective Dimensions of Reading Comprehension" in
Theodore Clymer. "What is Reading? Some Current Concepts." Innovation and Change in Reading, Sixty-
Seventh Yearbook of the National Society for the Study of Education Part IL Chicago: University of Chicago
Press, 1968,



162

MODULE TWELVE (continued)

MODULE EXAMPLES

Competent i es Criterion Behaviors Learning Experiences

Professional Entry Level (Cont.)
El situation of availing with

respect to actutacy, credi-
bility, and probability in
relation to style

Appreciation as response to
theme, plot, characteriza
tion, and language

Understands problems inherent
in the leading and enjoyment
of fiction:

Differentiates between major
modes of fiction: realism,
romance. tragedy, and
irony.

Leads students to understand
how mode provides frame-
work for author's selection
of point of view, plot,
characterizations, sym-
bolism, Ilse of details, and
language.

Encourages students to enjoy
and appraise development
of characterization
through overt and covert
communication, reactions
of other characters,
description of events in
text, inferential details,
and comparison with
people in students'
experiences.

Helps students diflet entiate
between theme and plot.

Guides students in evaluating
plot through discrimina-
tion between systematic
and contrived plot con-
struction, and credibility
and probability in relation
to mode

Helps students understand
how symbolism contributes
to plot, characters, and
theme development.

Enables students to compre-
hend sentences containing
disruption of normal syn-
tax, interrupters, and
ellipsis

Aids students in the use of
contextual dues in inter-
preting dialect and non-
standard English, figurative
language, archaic language,
and foreign words and
phrases.

Writes brief dem t iption of die-
mums of mode with +eyelid
examples of applopriate fit -
lion fur young adults.

Lcadr small group discussion
of interielationship of mode
with other basic elements.

Analyzes too short stories
demonstrating understanding
of characterizations in rela-
tion to plot development
and theme.

Demonstrates understanding of
characterizations through
role-playing activities; eval-
uates interpretations with
classmates.

Presents lesson plan for
microteaching lesson.

Continues two short stories
exemplifying excellent and
poor plot construction for
class discussion.

Presents examples of symbolism
from one junior novel and
adult fiction and shares with
class.

Presents examples in two selec-
tions of sentences containing
possible reading difficulties
for students and plan for
clarifying selected sentences.

l'resents selet tea samples.
Demonstrates competency in

simulated lesson with
colleagues.

Study references and reviews.
Study selected novels and short

stories.

Study literary selections and
references.

Participate in small group
discussion.

Study references and literary
selections.

Participate in role-playing and
evaluating session.

Prepare lesson.
Read references.

Read short stories.

Participate in class discussion.

Study novels.
Participate in class discussion.

Study sentence construction.
Prepare transparencies.
Prepare plan.

Study literary selection.
Participate in simulated lesson.
Prepare transparency.
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Competencies Critei ion Rehaviors Learning Experiences

Professional Entry Level (Cont.)

Helps student discover univer-
sality of theme for diffeient
times and peoples.

Stimulates students to engage in
divergent thinking and treatise
reading through skillful ques-
tioning tec Minutes:

Understands that questions
stimulate level of reading
omprehension desired.

Distinguishes between Oar-
row, convergent questions
and broad, convergent
questions.

Identifies divergent questions
and their relationship to
literary appreciation.

Applies knowledge of ques-
tioning techniques to
discussions of literary
selections.

Encourages maximum student
participation through effec-
tive use of:

Small group discussions
Role playing
Dramatizations

Advanced Levels

Understands factors involved in
the manipulation of point of
view by author through use
of such techniques as:

First person perspective
Narrator perspective
Omniscient perspective

Leads students' to evaluate char-
acteri/ation with respect to:

Compatibility with real life
experieni es

Consistency of action
Prediction of bellasiot
Credibility in terms of mode

Aids students in the enjovnient
and understanding of figura-
tive language through:

Text
Lyrics of popular music
Advertising
Graphic displays
Original expressions of

figurative language

Encourages students to find and
compare examples of sym-
bolism in popular music with
symbolism in literature.

Pie:wins mi, rotas !ling lesson
in tape for demonut.111011.

Submits outlines of three les-
sons with spy' inr emphases
on diffetent levels of clues-
Mining with three examples
of questions at each level.

Demonstiates competency with
live students or olleagues.

Submits sets of questions for
class evaluation.

Demousti.ties competency with
small group of students or
colleagues in microteac king
lesson.

Tapes two lessons with stu-
dents, or submits brief sum-
mary of students' responses
and tvauiosts.

Demonstrates with colleagues,
or tapes lesson With students.

Presents six examples from
popular music, examples of
graphic displays, and adver-
tising text.

Submits a list of suggestions
for two lessons.

Studs' literary selections.
Prepare lesson.

Study references on question
ing and conveigent and
divergent thinking.

Practice with students or
colleagues.

A naive student textbooks as to
type of question and impli-
cation for levels of reading
and thinking processes.

Prepare sets of questions.

Pra :,re with colleagues or
cats.

Re. ts specified references.

XII.2-A

Study selections.
Participate in class discussion.
Practice with students.

Study literary selections and
reviews.

Observe and record widespread
use of figurative language-

Practice with students.

Study popular music.
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MODULE EXAM PLES

Competencies Criterion Behaviors Learning Experienus

Advanced Level (Cont.)
Stimulates students In compose

creative and/or critical
responses to literature.

Leads students to appreciate
literary selections through a
variety of interpretations to
promote:

Understanding of the diver-
gent reactions to literary
works

Individualization of response
by students

Enriches student response to
fiction through other media
such as:

Film
Dramatic presentations
Graphics
Puppetry
Music
Costume and scene design

Encourages students to compare
films with original literary
selections.

Specialization Level

Demonstrates familiarity with
research on relationships of
questioning to level of reading
comprehension and to level of
divergent thinking.

Acts as consultant for teacher
who desires to improve
questioning techniques.

Demonstrates application of
taxonomy to enhance level of
comprehension and response.

Assists teacher in devising
strategies for enriching experi-
ences for students in literary
appreciation.

Coordinates inservice workshop
for faculty dealing with tech-
niques of multimedia responses
to literature.

Presents three examples of stn.
dent compositions, or %lilt's
brief summary of student
responses.

Cites two examples of dis-
crepant opinions in literary
criticism.

Submits two examples of
students' responses.

Submits short paper.

Demonstrates uses of three
media.

Submits outline for bultelin
on media uses.

Writes brief reviews of two
films, citing specific points
which could be used for
comparison and contrast.

Reports on workshop evalua-
tions.

Submits findings on paper.

Records supervisory conferences
with teacher.

Outlines materials for two
faculty meetings.

Reports on inservice session.

Demonstrates several tech-
niques, or reports on inter-
views with consultants of
various media.

Leads young adults to read and enjoy biography and autobiography.

Professional Entry Level
Demonstrates familiarity with a

variety of biographical and
autobiographical selections of
interest to young adults.

Presents annotated bibliography
with readability level for
selections.

Practice with students.

Study reviews in periodicals
and professional journals.

Practice with students.

Study commercial materials.
Read professional journals.

Study literary selection.
View film.
Read reviews.

X11-2-S

Conduct inservice workshop.
Study research.

Study research.
Consult with teacher.

Study of Bloom, Kratliwohl,
and Barrett taxonomies.

Plan with faculty.
Study new materials and

pertinent reviews.
Discuss ideas with colleagues

and faculty members.
Study references on multimedia.
Confer with consultants.
Plan workshop.

Study references and reviews.
Prepare bibliography.
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Competencies Criterion Behaviors Learning Experiences

Professional Entry Level (Cont.)
Guides students in investigating

authenticity of information.

Advanced Level
Involves students in noting

development of character traits,
interests, and attitudes in
selections.

Helps students identify literary
devices used to add interest
and establish reality:

Simulated conversation
Vivid, authentic descriptions

of contemporary scenes
Descriptions of subject by

contemporaries
Correspondence
News accounts

Motivates students to read auto-
biography and biography in
relevant content fields to
promote:

Improvement of self-image
Appreciation of contribu-

tions to minority and
ethnic groups

Extension of factual
knowledge

Describes use of checklist to
class; presents three examples
of biased information.

Provides pages for a personal
resource notebook on tech-
niques and devices for in-
volving students in reading
and checking authenticity of
biography.

Shares lesson plan.

Demonstrates through sample
lesson with small group of
students or colleagues.

Reports on a series of activities
including book fairs for
special holidays, graphic dis-
plays, dramatizations, video
tapes, and films created by
students.

Specialization Level
Provides for imervisitations Writes proposal or describes

among teaches to share infor- successful intervisitation pro-
mation on activities for various gram for inscrvicc faculty
cultural group book fairs. meeting.

Encourages young adults to read and enjoy drama.

Professional Entry Level
Demonstrates familiarity with dif-

ferent types of dramatic selec-
tions including:

Tragedy
Comedy
Satire
Farce

Guides students in identification
of basic dramatic elements:

Structure of plot
Theme development
Function of protagonist,

antagonist, and other
characters

Shares bibliography of one -act
and full-length plays of
interest and within reading
abilities of young adults.

Shows competency on written
examination.

Prepare checklist of evaluative
criteria.

Prepare transparencies.

XII.3.A
Prepare lesson.
Practice with students.

Prepares to teach small group
of students or colleagues.

Prepare transparencies or
descriptions of selected items.

Prepare annotated bibliography.
Plan activities with students.
Consult with faculty in content

areas.
Compile resource file.

XII-3-S
Consult with teachers and

community experts.

XII-4E
Prepare annotated bibliography.
Consult anthologies and pro-

fessional literature.

Study references.
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MODULE EXAMPLES

Competencies Criterion Behaviors Learning Experiences

Professional Entry Level (Cont.)
Leads students to understand

relationship of mode to plot,
dialogue, characterization.
costume design, scenery, stage
effects.

Leads students to interpret
characterization through:

Dialogue and mannerisms
Action of the plot
Reactions of characters

Aids students in interpreting
stage directions.

Inspires students to develop oral
reading skill for effective
classroom dramatizations.

Advanced Level
Leads students to develop criteria

for evaluating films and televi-
sion productions through:

Plot construction
Characterization
Relationship of photography

and music to plot and
theme

Other appropriate dramatic
elements

Encourages students to discover
universality of theme for dif-
ferent times and peoples.

Encourages students to write
their own reviews for class
use or vitriol newspaper.

Helps students interpret drama
of the past with reference to:

Historical events in the play
Customs and mores of the

times
Language
Forms of entertainment.

Aids students in developing their
own creative abilities through
a variety of activities, such as:

Writing original plays
Adapting stories, novels, and

ballads into dramatic form
Creating parodies of selected

scenes
Updating plays into contem-

porary language, events
Designing costumes, sets,

special effects
Designing graphics illus-

trating theme or plot
Composing music

Videotapes a microtearhing
lesson of a one-act Play.
expressly selected to illustrate
interrelationship of basic
dramatic elements.

Acts as director for selected
scenes with colleagues or
students.

Presents tape re«nding of dis-
cussion and dramatization.

Leads mitrotea<Iting lesson
with colleagues or students.

Reports on micmteaching les-
son, using tapes of strident
reading, or simulates lesson
with class.

Writes brief esaluation of two
films or television produe
tions.

Leads discussion group on two
viewing assignments.

Submits modern life situation
and finds parallel experiences
in two plays, spanning time
and place.

Presents two samples of stu-
dents' critical reviews.

Writes brief report on suitable
play citing examples of
contemporary influences.

Shares findings with class,
using transparencies, charts,
and illustrations.

Shares bulletin cm creative
student activities with
colleagues.

Study references.
Prat tic e with students.
Prepare lesson.
Learn use of videotape.

Study play.
Confer with students or

colleagues.
epa re tape.

Study stage directions.
Prepare lesson.
Practice with students or

colleagues.
Add to resource file.
Review audiosisnal material.
Study references.

Study film ind television
productions.

Read review::.
Prepare evaluation.
Participate in discussion.

Read specified plays.
Prepare oral or written

presentation.

Practice with students.
Evaluate student reviews.

Review history of drama.
Study plays.
l'repare instructional materials.

Read references on dramatiza-
tion. multimedia techniques,
and creative activities.

Prepare bulletin.
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Competencies Criterion Behaviors Learning Experiences

Special:at Ion Level
Keeps abreast of current

theatrical ttcnds and transmits
to faculty.

Plans inservice workshop for
teachers interested in use of
multimedia techniques in
classroom use of drama.

Aids teachers receiving new
literary materials to analyze
problems and discuss inter
eating treatise approaches for
study of drama.

Shares findings with teat hers
at insers lc c meeting.

Presents bulletin on multimedia
techniques for classroom use.

Leads panel discussion of
faculty: members.

Inspires young adults to read and enjoy poetry,

Professional Entry Level
Involves students in enjoying

and appreciating poetry
through a varioy of actisitie2
including:

Listening to records
Student presentations
Dramatizations
Musical adapta.tons
Original compositions
Perception enrichment

activities

Demonstrates familiarity with a
variety of poetry selections for
young adults including:

Ballads
Lyric Poems
Narrative Poetry
Haiku

Identifies nomenclature used in
the discussion of poetry:

Imagery
Symbolism
Meter
Metaphor
Smile
Personification
Allusion
Hyperbole
Ellipsis
Onomatopoeia

Understands problems inherent
in reading and enjoyment of
poetry:

Comprehension of main idea
Appreciation of theme
Use of figurative language
Inverted sentence structure
Ellipsis
Extended modifiers
Punctuation
Rhythm
Dialect
Symbolism

Demonstrates three activities
for class.

Submits two lessons involving
two activities,

Submits annotated bibliography
of poetry selections for the
interests and reading abilities
of young adults.

Identifies terms on written
examination.

Performs on written examina-
tion.

Provides a resource file or
notebook pages on tech-
niques for presentation and
involvement.

XII-4-s
Study reviews.
Attend plays and lectures.
Evaluate recordings.
Study references.
Consult with experts.
Prepare bulletin.

Study new materials and re.
slews in current periodicals
and professional journals.

XII-5.E
Study poems and recordings,
Study student presentations.
Prepare lessons.

Study poems and references on
the teaching of Poetry.

Participate in class discussion.

Study of poems and references
on Poetry.

Study references and poems.
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MODULE EXAMPLES

Competencies Criterion Behaviors Learning F.xperiences

Professional Entry Level (Cont.)
Involves students in developing

heightened awareness of figura-
tive language in commonplace
C,periences, such as:

Names of consumer goods,
Le.cosmetics, automo-
biles, and household items

Advertising
Titles of songs, books, films
Slogans

Leads students to discover uni-
versality of theme f' different
times and cultures.

Demonstrates effective use of
oral reading to:

Arouse interest and emo-
tional reaction to the Poem
by students

Heighten appreciation of
rhythm, rhyme, imagery,
mood

Encourage appreciation and
understanding of dialect,
inflection, and nonstandard
English

Clarify sentence structure
and punctuation

Demonstrates familiarity with
recordings and films of poetry
readings.

Advanced Level

Introduces students to ballads
and lyrics which have been
set to music.

Encourag,..s students to appreciate
role of poetry in the develop.
ment of cultural processes
through:

Epi,. poetry in the develop-
ment of nationalism

Ballads in transmission of
news

Parts of the Bible (i.e. Pro-
phets, Psalms, Ecclesiastes)
as vehicles for development
of ethical and moral beliefs

"Ethnic" folk ballads
"Pop" and rock ballads

Heightens student's awareness of
the creative process through:

Composition of original
poetry

Appreciation of the approach
of the poet's skills in see-
ing unique relationships;
use of words, rhythm,

Produces list of ten examples
of hgts rat ice language found
in lift- experiences for clays
discussion.

Selects three examples of
modern life situations and
finds parallel emotional re-
actions in classical poetry.

Presents several short poetry
selections to class, using
poems which contain specific
examples of areas enhanced
by oral reading.

Submits resource file.
Evaluates selected recordings

etc. in writing.

Selects materials for two lessons,
or presents tape of student's
work.

Shares findings with class.

Accords several lessons with
students or simulated lessons
with colleagues.

Shares information on the
creative process.

Observe and record advertising,
labels, titles, and slogans.

Study of poems.
Participate in bun session.

Read poems.
Practice oral reading.
Participate in class discussiint.

Study recordings and films.
Read professional journals.
Add to resource file.

XII-5-A
Study of poems and music.
Prepare lesson or tape.

Study specified kinds of poetry.
Read references.
Participate in class discussion.

Study poems and references.
Practice with students.
Read on creative process of

writers and poets.
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Competencies Critetion Behaviors Learning Experiences

Advanced Level (Cont.)
rhyme and svinbolistn: and
icactions to ideas, events,
and people in a unique
manner

Adaptation of prose into
Poetry where appropriate

Composition of lyrics

Specialization Level
Acts as consultant for teacher

who desires to improve his
oral reading.

Coordinates work of committees
which survey current poetry
production.

Helps teachers, parents. and stu-
dents coordinate culture fairs
using poetry of v ing cultural
origins with LISC of multimedia
aids and costumes.

Coordinates intervisitations
among teachers and students to
other communities to encour-
age appreciation of poetry of
diverse ethnic groups.

Leads experimentation in deter-
mining effective techniques for
involving students with putty
and for motivating poetry
writing.

Present, several examples of
student's work.

Records supervisory conference
with teacher.

Presents checklist of effective
techniques.

Writes brief silt many' of work
with committee.

Shares list of current, appro-
priate poetry with teacli,-rs.

Submits proposal or brief
report for culture fair.

Submits brief proposal of
activitv, or repoits on suc-
cessful intetvisitatiou.

Presents findings in writing.

Practice %kith students.

Xll.5.S
Study and evaluate-tapes of

rife( 0%e oral reading.
Develop criteria and checklist.

Study current poetry.
Consult with faculty committee.

Coordinates progrant with
teachers, parents, and
students.

Consult with teachers and
students.

Consult with Ieachets and
students from other
communities.

Obtain volunteer teachers to
try out MO contrasting am
proaches to developing
poetry appreciation. Prepare
checklist for student use in
self-assessment of poetry
enjoyment.

Continuing Assessment

The continuing assessment should include the following or an alternative
chosen by the instructor:

1. Three major objective examinations covering the cognitive competencies
in the areas of fiction, drama, poetry, and biographical and autobiographical
writing as they occur in resource Module Twelve.

2. An essay examination on "Concerns and Drives of Young Adults" as dealt
with in competency one.

3. Assessment in terms of adequacy of resource file, bibliographies, and written
assignments suggested in Module Twelve.

4. Evaluation of effective class participation through demonstration and dis-
cussion.
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Diagnostic Evaluation of Reading Progress:

Resource Module 13
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If teaching is going to make substantial progress in qualifying for recognition as
a real profession, it is essential that this resource module be strongly emphasized
in the preparation of instructional.modules at the professional entry level for all
reading teachers in early childhood, in elementary schools, in middle schools, and
in secondary schools. Obviously this preparation must continue in instructional
modules at advanced and specialization levels for potential master teachers and
consultants. Likewise, there is a crying need for inservice education modules
based upon this resource module because, in surveys of supervisory practices, most
teachers have indicated that their first choice for consultive assistance would be
techniques for coping with the problems of individual children.

Preparticipation Assessment Procedures

The following procedures for pre-assessment are recommended to determine a
participant's level of competency before he enters this module:

a. Self-assessment; i.e., he evaluates his competencies in relation to those listed.
b. Shared assessment between advisor and advisee; i.e., the advisee compares

his assessment of competencies with his advisor's and they reality test the
conflicts.

c. Brief written or oral examination (especially in the cognitive areas).
d. Demonstration of criterion behaviors.
e. Approval by a competent faculty member or a competent school administra-

tor based on knowledge of the participant's past experiences.

If this assessment reveals that a student already has mastered a competency
included in the module, he should be required to do the task only as a mainte-
nance or review procedure.
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Competencies Criterion Behaviors Learning Experiences

Le Determines the appropriate level of developmental reading instruction for individual pupils.

Professional Entry Level
Administers, scores, and inter-

prets a standard test t hat
indicates instructional level.

Recogoi/es that the independent
reading level is lower than
the instructional level and
assigns reading tasks accord-
ingly. Recognices that the
frostaation level is higher
than the instructional level.

Reassesses pupil's instructional
Placement.

Advanced Level
Classifies pupils approximately

by using a group reading
inventory in each field of
study.

Specialization Level
Demonstrates individual test

and inventory techniques for
other teachers.

Administers Wit to pupils in
the presence of a fat silty
assessor. Submits pupils'
answer sheets with scores.
Interprets results orally or in
writing.

Explains the concepts. Deter-
mines three levels for three

Reports the results of retesting
a small group. Recommends
changes in skills or general
level of instruction.

Administers inventory to a
group of pupils in the pres-
eme of a faculty assessor.
Submits the results in
writing.

Submits evaluation forms of
teachers' responses.

Or
Demonstrates competently be-

fore professor and peers.

Estimates each pupil's potential reading achievement level.

Professional Entry Level
Administers and scores group

intelligence tests ninth cor-
relate closety with individual
tests. Relcis individuals for
individual testing.

Computes a reading expectancy
level horn cs and to.

Advanced Level
Explains how invalid expec-

tancy estimates arc obtained
Flom most group tests.

Administers test to pupils in
the presence of an assessor.
Submits a report identifying
pupils whose results were
inaccurate and states reasons.

Uses one of several techniques
to estimate expectancies for
pupils.

Presents explanation orally or
in writing.

X111.1-E

Study manual of the Strada
DiagrmAtir Scales or other
equivalent tests. Observe
administration, scoring, and
interpretation. Practice ad-
ministering to peers and
pupils. Attend sessions on
interpretation.

Assign pupils reading material
at and below achievement
test score levels to observe
degrees of fluency. Study
professional references.
Discuss with group.

Teach small group. Note
changes and retest to deter-
mine pupils instructional
placement.

XIII.1-A
Study references. Prepare an

inventory in each field of
study. Discuss inventory with
peer and university faculty-

Select appropriate test and
techniques to present to a
group. Practice with col-
leagues. Review references
and manual.

XIII.2-E
Read references. Study either

forge-Thornike, Pintncr
Cunningham, or similar
tests. Obsers e videotape on
test administration. Attend
group session on scoring
techniques.

Study Harris or Bond formulas.
Attend lecture. Compute REL
for stimulated pupil popula-
tion using several methods.

Study references. Attend dem-
onstration of formulating
expectancy estimates from
group tests. Observe pupils
on whom estimates are made.
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Competencies

MODULE EXAMPLE'

Criterion Behaviors Learning Experiences

Advanced Level (Cont.)
Administers. moles, and inter-

prets a short form of an indi
vi,tual intelligence test.

Adjusts expectancy levels in
view of pupils backgrounds
and emotional development.

Administers test to a pupil in
the prcu ate of an assessor
or tapes administration. Sub
mils the results.

Presents case study to peers
and faculty assessor.

Observe videotapts of adminis-
tration of the SloAson Intelli
genre Te,t or equivalent.
Study manual. Practice by
administering and scoring
test with peers.

Read case studies. Observe a
case study conference. Write
a case study.

Specialization Level XIII.2-S
Administers, scores, end inter-

prets Stanford-Binrt and
Wechsler incli vidtnl intelli-
gence tests.

Studies research on expectancy
forts aias and seeks improved
procen ties.

Administers tests to pupils in
the presence of a faculty
assessor. Submits pupils'
answer sheets with scores.

Study manuals. Complete list.
Obszmve )icleotapes of admin-
istration of each test. Admin-
ister, score, and interpret.

Reports findings orally. Study recent research.

Identifies symptoms of physical disabilities that affect the pupil's success in reading.

Professional Entry Level XIII-3-E
Observe pupils for poor appe-

tite, frequent hunger, allergies.
Identifies signs of impaired
hearing (mouth watching, poor
auditory discrimination, in-
attention) and impaired vision
(eyes watering, book held too
close, eye rubbing, head-
aches). Notes enunciation and
pronunciation problems.

Adverted Level

Reports on the symptoms of
physical problems of pupils.

Screens for auditory difficulties. Administers test to pupils in
presence of a faculty assessor.
Submits pupils' answer sheets
and interpretation.

Screens for visual cliffic hies. Same as preceding.

Specialization Level

131

Explains research on vision and Lists seven authoritative studies
hearing as related to reading with findings. Articulates to
in conference with other inservice teachers, parent
teachers. groups, or board of

education.

Identifies student interests in and attitudes toward reading.

Professional Entry Level
Keeps a record of numbers and

types of books and stories
read independently by pupils.

Supplies a prepared chart of
pupils' readings.

Attend group disc ussion and
lecture by physician. Nepale
and use checklist with pupils.

XIII.3-A
Observe demonstration of

Maico Audiometer or equiva-
lent. Study manual and prac-
tice using machine.

Observe demonstration of
telebinocular or equivalent.
Study directions and practice.

Study research reports.

Confer with demonstration
teacher. Use school form and
record independent readings
of pupils. Copy form in
resource notebook.
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Competencies Criterion Behaviors Learning Experiences

Professional Entry [Ave] (Cont.)
Assesses interest in reading

through discussion with
individuals.

Notes the importance of role of
readers' attitudes um arc!
reading.

knows and administers a read-
ing attitude measure.

Advanced Level

Knows , nterest inventories that
can be administered from
primary to high school.

Notes the importance of readers'
anxieties as induced by
societal, parental, and school
demands to read.

Specialization Level

Builis interest inventories re-
flecting the cultures of the
pupils involved.

Supplies tape recording of a
session with pupils.

Presents findings orally or in
writing.

Describes stAents' attitudes
from test results to faculty
assessor.

Assesses the strengths and
weaknesses of two prominent
interest inventories for pri-
ma2y, intermediate, junior
high, and senior high in a
paper.

Reports the relationship of
general anxiety to rending.

Writes one interest inventory
which the administration of
a district accepts or which is
acceptable to a designated

Study journal articles on chil-
dren's interests. Attend lec-
ture and discussiont on child
development. Scnsit rly talk
with pupils about special
interests and find materials.

Observe class and talk with
Pupils. Compare and contrast
pupils' attitudes toward read-
ing and reacting achievement.
Discuss pupils with demon-
stration teacher.

Administer Reading Attitudes
Inventory by Estes, or equiva
lent, to pupils. Discuss results
with peers and field-site
faculty.

XIII-4-A

Review literature. Attend
lecture.

Observe a class of children.
Attend group discussion.

X1 11-4-S

Review inventories appropriate
to age and regional area.

Assesses reading achievement and identifies general areas of strengths and weaknesses in pupils' reading
capabilities.

Professional Entry Level
Can administer, score, and

interpret one standard survey
test that measures vocabulary
and comprehension at the
level taught.

Can administer, score, and inter-
pret one standard test of read-
ing comprehension rate.

Employs survey tests of vocab-
ulary, comprehension, and rate
to make comparisons and to
determine relative strengths
and areas of need for learn-
ing of students.

Supplies results and interpre-
tation for a group of pupils.

Same as preceding.

Reports strengths and weak-
nesses of pupils' form test
results and item analyses.

XIII-5E
Study manual of the Gates -

MacGinitie or other equiva
Cent survey tests. Attend
interpretation of scores ses-
sion. Administer, score, and
interpret rests.

Same as preceding.

Select appropriate tests with
demonstration teacher. Ad-
minister. score, and interpret
vocabulary, word attack.
comprehension, and rate tests.



176

MODULE THIRTEEN (continued)

Competencies

MODULE EXA tl PI.ES

Criterion Behaviors Learning Expetiem es

?mien Waal Entry Level (Cont.)
Administers an informal

reading inventory.

Knows and administers one test
of reading-study skills and
assesses strengths and instruc-
tional needs.

Reassesses vocabulary, compre-
hension, and study skills pro
gtess by observing performance
in books and sorkhooks.

Assesses pupils by minimum test-
ing and maximum observation.

Compares reading achievement
level with reading expectancy
level for each pupil and
determines which pupils are
within the acceptable range
of deviation.

Advanced Level
Shows familiarity with three

currently used reading survey
tests.

Makes inferences concerning
reader's strengths and weak-
nesses on the basis of survey
test results and employs parts
of appropriate tests ta probe
inferences.

Assesses rate through timed
reading of selection in
reading textbooks.

Utilizes more than one survey
test when first test finding
appears questionable.

Utilizes snore than one test of
reading-study skills.

Knows and administers a
standard test of literary
appreciation.

Administers tat to a pupil in
the presence of a faculty
assessor. Slates strengths and
weaknesses of pupils' read-
ing abilities.

Presents assessment of pupils.

Charts or profiles progress of
three pupils for one month
in vocabulary, comprehen
sion, and study skills.

Employs checklist of pupils'
strengths and weaknesses.

Submits findings.

Responds with 80 percent
accuracy to items on an
exam.

Submits a case study on one
pupil.

Submits rate assessment for
pupils.

Presents a paper containing a
description of the manifesta
tion of behavior at the first
testing that resulted in the
questioning of the test results
and the description of he
behavior on the second test-
ing and the test results of
pupils.

Presents findings orally to
peers and faculty assessor.

Submits and interprets results.

Study Si Is rnli's tat ur equiva
lent. View videos:4ms! admin-
istration. Administer to
pupils. Attend session, on
scoring and hues metal ion.

Administer reading-study test
from Iowa, Stanford, or
equivalent to pupils.

Observe demonstration teacher.

Compare observation t hecklist
against standardized tests.

Attend lecture. Confer with a
demonstration teacher. Make
comparisons for pupils and
specify which ones fall within
an acceptable range air out-
log to criteria presented in
lecture.

XIII-5-A
Study specified tests for pur-

pose, range, forms, selling
time, reliability, validity,
strengths, weaknesses, cor-
relation, method of storing,
and interpretation, consult
Mental Measurements Year-
book or Reading Tests Year-
book. Complete test. Simulate
administration.

Study case studies for fin mat.
Observe specialist making
item analysis and probing
inferences wills parts or other
tests. Practice with pupils
under supervision of a
specialist.

Consult text refercnres. Mea-
sure own rate in reading
selection. Practice with peers.

Study test manuals. Odra ryes
demonstration of survey test.
Discuss with teacher which
pupils' results would be
questionable and why.

ne as preceding..

Administer a literary apprecia-
tion test to pupils.
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Competencies Criterion Behaviors Learning Experiences

Advanced Level (Cont.)

Reassesses general psogress
using another form of the
same survey test or a different
test.

Specialization Level

Shoves familiarity with fise or
more reading survey tests at
several levels of advancement.

judges tests for validity, reli-
ability. ease of administration.
and adequacy in measuring
all segments of the reading
tii

6.

Demonstrates measurement tech-
niques, i.e.. standardized
testing. teacher-made tests, in-
formal inventories, informal
procedures for in:service
teachers or those at the pro-
fessional entry level.

Examines and tries new- instru-
ments to determine their
adequacy in measurement.

Supplies test data of pupils to
peers and assessor. Discusses
results orally.

Aida teachers at three levels in
locating appropriate survey
tests.

Submits a chart evaluating
tests that measure all scg
menu: of the reading
curriculum.

Implements a measurement
techniques workshop with
three inscrvice teachers and
reports on the results.

Collects data and reports on
comparative test trials.

Determine which level the
pupils have attained. Teach
pupils. Retest with another
form of the same test.

XIII-5-S

Examine tests. Consult refer-
ences. Dation with group.

Study validity, reliability, ease
of administration, and ade-
quacy of specified reading
tests. Use tests and compare
data. Consult Mental Mea-
surements Yearbook or
Reading Tests Yearbook.

Attend lecture: Test Scores and
What They Measure. Attend
seminar: Testing Techniques:
Formal and Informal.

Study journal articles. Consult
Mental Measurements Year-
book or Reading Tests Year-
book. Attend lecture: Estab-
lishing Criteria for the
Evaluaticn of Tests.

Perceives the strengths and weaknesses of measurement devices and comprehends the concept of diagnostic
teaching.

Professional Entry Level

Knows the %attic and limita-
tions of standardized tests.

Knows the value and limita-
tions of the informal reading
inventory and informal
measurement.

States that the same information
resulting from standardized
tests can be gleaned from an
observation of a pupil and his
work and emphasizes motiva-
tion and learning rather than
teaching.

Submits an outline of the
strengths, weaknesses, and
usability of standardized
tests and measurement.

Submits a critique of the effec-
tiveness of the use of the net
and informal measures in
determining the strengths
and weaknesses of students
in reading.

Reports the results of a com-
parison of pupils' tests and
work.

XIII-S-E

Read references. Attend discus-
sion on strengths and weak-
nesses of standardized trite.
Experience professional entry
level of previous general
competency.

Same as preceding.

Review research and literature.
Set up individualized learn-
ing stations. Observe pupils
and their work in reading.
Compete strengths and weak-
nesses as gleaned from obser-
vation and compare the re
suits of standardized tests.

$
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MODULE EXAMPLES

Competencies Criterion Behaviors Teaming Experiences

Advanced Level
Regards es altiution as a process,

not a product, and diagnosis
as one aspect of evaluation.

Ups diagnosis as the basis for
instruction.

Specialization Level
In- truces students in the diag

nosis and preparation of cast
studies.

La

Demonstrates by teaching

Demonstrates the diagnostic
teaching style.

Derrnmstrates item analysis to
students in the presence of a
faculty assessor, making in-
ferences from tests and using
parts of appropriate tests to
probe inference.

XIII-6-A

Attend ;ecture on nature and
types of es altiatio.). Review
research and literature on
cliagnosti, teaching. Observe
the diagnostic teaching style.
Teach a group of pupiia.

Review research and literature.
Observe diagnostic teacher.
Plan reading instruction with
diagnostic. teacher. Serve a:
an aide to diagnostic teacher.

XIII-6S
Sere a residency in a reading

clinic.

Determines whether individuals learn through auditory, visual, kinesthetic, or combined perceptual tech-
niques and adjusts instruction accordingly.

Professional Entry Level
Administers an informal percep-

tual learning modality measure
to pupils not progressing well.

Provides tracing and writing
experiences for kinesthetic
learners.

Provides auditory learners with
additional amount of audio
experience using tape recorder
and other aids.

Advanced Level
Provides pupil-team practice

activities.

Provides special visual training
programs for selected
individuals.

Specialization Level
Administers a formal perceptual

learning modality mea,..tre
(Mills or equivalent) aid
interprets it with understand-
ing of test shortcomings.

Cites findings from several re-
search studies on comparative
effectiveness of visual training
program.

Supplies pupils' a timer sheets
and interpretations.

Submits materials from six
lessons.

Prepares six taped lessons.

Shows charts or games used in
team practice.

Plans materials for six lessons.
Pots examples in resource
file.

/ 'ministers instrument to two
pupils. Interprets results
orally or in writing.

Administers to pupils in pres-
ence of faculty assessor.
Interprets results. Evaluates
test used.

XIII-7-E
Administer Baxter or equiva-

lent to pupils. Discuss rtyults
with peers and faculty
member.

Observe demonstration teacher.
Res iew resource file for in-
structional materials. Plan
lessons. Implement lesson for

Study references. Observe class
demonstration.

XIII.7.A
Observe class demonstration.

View filmstrips.

Study referent es. Prepare re-
sour( e notes.

XIII-7-S
Study directions. Read journal

comments on its use. Practice
with colleagues. Administer
to pupils.

Consult appropriate research.
Attend discussion group.
Compare and contrast op-
posing points of view on
visual training.
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Competent ies Criterion Behaviors learning Experiences

Specialization Level (Cont.)

Cites research on several percep-
tual training programs and
experiments with some

a

Scts up one experiment at
either an informal or formal
level.

Identifies pupils hating symptoms of subtle learning disabilities, obtains
adapts instructional programs to indisidu..ls.

Professional Entry Level

Enumerates twelve or more com-
mon symptoms of subtle learn-
ing disabilities and notes that
similar symptoms cannot be
differentiated.

Uses a checklist of subtle learn-
ing disability symptoms to
screen pupils exhibiting lack
of progress.

Refea s selected individuals to
specialists for further diagnosis.

Makes program adaptations to
met( ome problems of easy
distraction, tension, perceptual
dal ulty, motor coordination
difficulty, memory weakness,
organization difficulty, etc.

Evaluates the visual lx.,ceptual
skills of elementary st.h.zol
children, using one norm-
referenced and one criterion-
referenced instrument.

Evaluates the auditory percep-
tual skills of elementary chil-
dren by using one norm -
referenced and one criterion -
referenced instrument.

Advanced Level

Defines such terms as aphasia,
dyslexia, stiephosymbolia,
minimal brain damage, per-
ceptual dysfunction, psycho-
motor difficulty, and disabling
emotional block and explains
basis for each hypothesis of
disability.

Administers the Group Diag
nostic Reading Aptitude and
Achievement Tests (Montoe
Sherman), or equivalent, to dif-
ferentiate subtle learning dis-
abilities from skills weakness.

,,timrates orally. Performs
On written test.

Submits checklist and findings.

Discusses cases with school
psychologist.

Submits lessons for each of
two types of adjustments,
using tracing, selfrecitation,
sight-sound, and other ap-
propriate techniques

Administers test in toe pres-
ence of a faculty assessor.
Interprets results.

Same as preceding.

Performs on test or makes oral
presentation.

Supplies and interprets results.
Presents analyses.

Read research. Review Mykle-
bust, Rabinositch, Busch,
and others. Evaluate Fernald,
Frostig, Gillingham, Stillman,
and related practice materials.
Attend group discussion.

assistance in their diagnosis, and

XIII8E
Attend lecture and discussion

group. Study references and
films.

Study checklists and references.
Observe administration 'n
a classroom. Use Falk
School checklist (Sartain) or
equivalent.

Confer with school faculty on
procedure.

Discuss with group. Observe
and confer with demonstra-
tion teachers.

Administer to pupils Rutgers
Draising the Visual
Analysis Test (v.vr), or
Betide, vstc:. Score and inter-
pret with specialist.

Consult Durrell's research.
Administer Wepman Audi-
tory Test or the Auditory
Analysis Test (AAT).

XIII-8-A

Study references. View film-
strips and listen to sound
tapes.

Administer Monroe-Sherman
Test to pupils. Interpret
results at group session.
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Competencies Criterion Behaviors Learning Experiences

Advanced Level (Cont.)

Trim more than one lecom
mended adaptation with an
individual if the first does
not prove successful.

Interprets auditory and visual
perception test outcome and
describes how that informa-
tion relates to reading.

Identifies perceptual skills that
arc assumed by various pro.
grams of reading instruction.

Specialization Level

Examines psychologist's findings
on subtle learning disabilities
and research on laterality,
explains to other teachers.

Administers test to obtain
further information on child's
subtle learning disability.

Notes evidence of learning dis-
ability to Wechsler and Binet
test sections.

Experiments formally with
several programs to overcome
subtle learning disabilities to
reading and recommends
some to other teachers.

Designs instructional programs
that will teach visual and/or
auditory perceptual skills.

9.

Modifies existing reading in-
struction programs to experi-
ment for specific perceptual
inefficiencies.

Diagnoses specific deficiencies in word

Professional Entry Level

Assesses basic sight recognition
vocabulary by using a list of
commonly used words as an
oral sight-word test.

Reports pupils' sus c esses is it is
adaptation.

States the pertinence of copy-
ing skills to learning to read;
designs alternative test items
for the Visual Analysis Test
(vAT) and the Auditory
Analysis Test (AAr) and de-
fends their appropriateness.

States reasons for recommend-
ing certain types of reading
programs for pupils with
certain perceptual deficits
and/or strengths

Simulates conference with class-
mates. Outlines and presents
to school faculty.

Submits tape of administra-
tion. Supplies results and
interpretation.

Analyzes Wechsler or Ilinct.
Reports on disability cases.

Plans comparative experiment.
Leads teacher group in
carrying out experiment.

States the criterion objectives of
the training program. Imple-
ments the program. Defends
the appropriateness of the
training procedures as related
to die stated criterion
objectives.

States ways in which specific
types of reading programs
may be modified for pupils
with various perceptual
profiles.

analysis and recognition skills.

Administers list to pupils in
presence of a faculty assessor.
Analyzes difficulties from pat-
tern of errors.

Study referent es. Observe
demonstration teacher. Ilse
a variety of approaches w..11
pupils in a lab.

Study pertinent references.
Evaluate visual and auditory
test outcomes. Attend sessions
discussing perceptual skills
assumed in various reading
programs and basal series.

Study pertinent references.
Expose pupils, whose per-
ceptual capacities arc known,
to a representative variety
of reading programs and
analyze interactions.

XIII-8-S

Study journals. Attend lectures.

Study directions. Administer
Slingerland Test or equiva-
lent to pupils.

Study references. Attend
seminar.

Discuss with group. Study
references.

Study pertinent references.
Design small scale pilot
program.

Study pertinent references.
Modify lessons and use the
modified version wills pupils
whose perceptual profiles
have already been deter-
mined.

XIII-9-E

Employ either Dolch. Johnson,
Kucera, Parks, or Fry word
lists. View videotape demon
stration. Administer list to
pupils.



MALAK

MODULE THIRTEEN (continued)

181

Competencies Criterion Behaviors Learning Experiences

Professional Entry Level (Cont.)

Proves familiarity with simple
standardized oral individual
test of word analysis skills.

Skillfully administers one simple
standardized oral individual
test of word analysis skills.

Notes types and frequencies of
word attack errors in indi-
vidual written exercises.

Notes types and frequencies of
word-attack errors in indi-
vidual oral reading.

Advanced Level

Proves familiarity with two
individual and two group
tests of word-attack skills.

Administers a second test of
word-attack skills when first
test results arc questionable
and whenever further assess
ment of progress is needed.

Specialization Level

Checks accepted sight word lists
against current reading ma-
terial and research to deter-
mine present relevance.

Makes choices of worclanalysis
tests according to suitability
for different measurement
purposes.

Devises specir word - attack tests
to fit children haring unique
learning problems because of
unusual backgrounds.

10.

Submits pupils' scored answer
sheets.

Administers test in presence of
faculty assessor. Reports
findings.

Submits list of pupils' errors in
writing. Reports pupils'
difficulties.

Administers an instrument in
Presence of a faculty assessor.
Classifies errors.

Demonstrates tests to peer
group. Provides a videotape
of administration to pupils.

Administers second test to
pupils. Explains reasons and
results. Sets up appropriate
scope and sequence checklist.

Compares one accepted list
with developmental series.
Cites reading vocabulary
research.

Prepares bulletin on word-
analysis tests.

/krises a test of skills for
pupils from the inner-city or
another unique background.

Diagnoses specific deficiencies in reading comprehension.

Professional Entry Level

Proves familiarity with tests
that measure comprehension
of sentences or paragraphs.

Critiques features of more than
one test.

Administer either Diagnostic
Reading Test (Bond-Clymer
Hoyt). California Phonics
Survey (Durrell), Analysis of
Reading Difficulties, or Botel
Reading Inventory.

Administer either Durrell
Analysis of Reading Difficul-
ties, Gates-McKillop Reading
Diagnostic Test, or Diagnos-
tic Reading Scales (Spathe).
Attend session on interpreta-
tion of results.

Study pupils' writings. Discuss
inn,laretation of errors.

Observe videotape demonstra
don of nu, Gilmore Oral
Reading, or equivalent.
Practice by recording on tape
the errors of disabled readers.

Select tests from preceding list.
Observe demonstration.

Confer with demonstration
teacher. Study and adapt
Wisconsin Design for Read
ing Skill Development with
Barbe's Checklist of Reading
Skills, Scope and Sequence
Chart from basal series.

XIII-9S

Study research references on
vocabulary (e.g., Dale John-
son's list of basic sight words
1970). Attend lecture.

Examine tests and references at
resource center.

Study references on sociological
and cultural background
fez mres. Meet with sociol-
ogist, reading faculty, and
measurement specialist.

Examine published tests. Study
tests by completing them and
consult Mental Measurements
Yearbook.
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MODULE EXAMPLES

Competencies Criterion Behaviors Learning Experiences

Protesaional Entry Level (Cont.)
Administers such tests when

appropriate.

Observes whether individuals
who score low in general
comprehension seem to have
greater difficulty with details,
general ideas, directions, or
interpretive reading.

Advanced Level
Proves familiarity with standard

tests that measure comprehen-
sion of details, general sig-
nificance, directions, and
interpretive reading.

Administers such tests to pin-
point comprehension difficul-
ties of pupils who score low
in general comprehension.

Specialization Level
Devises and administers tests of

literal and interpretive reading
in e rh of the content fields.

Az alyzes .available tests for
adequacy in relation to
escarch on the nature of

comprehension.

Administers to pupils in pees.
ence of faculty assessor.
Reports results and
interpretation.

Devises questions for pupils
reading different material to
determine types of compre-
hension problems.

Names Gates Basic Reading
Tests and others for each
type of comprel-tresion
measurement.

Observe demonstration. Admin
ister tests to pupils.

Study sample questions and
deduce types of comprehen-
sion being elicited by each.

XIII-IO-A
Study tests and manuals.

Attend lectures. Evaluate
various tests.

Pinpoints problems of pupils Observe demonstration.
using tests. Administer.

XIII-10-S
Prepares tests in two fields. Study references. Study test

Helps other teachers prepare examples.
tests.

Itemizes comprehension com- Study research and references
ponents in tests and judges on comprehension. Attend
them by research findings. seminar.

Cmtinuing Assessment and Post-Assessment Procedures

Each participant should be assessed for specific competencies by the criterion
behaviors or equivalents listed. Some suggested means for judging mastery of a
particular competency are analyzing lesson plans for objectives, instructional
materials, teaching techniques, and procedures; observing the implementation
of lessons; evaluating knowledge based on test results; and evaluating the achieve-
ment and performance of the participant instructed. When a particular com-
petency has not been mastered, the assessor should diagnose the problem(s)
and recommend learning experiences that would lead to mastery of the competency.
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School and Classroom Organization for

Diagnostic Teaching: Resource Module /4
EZRA L. STIEGLITZ

Prepared: September 1971
Revised: May 1972

It is recommended that this resource module be used in preparing instructional
modules at the professional entry level for all teachers in all types of schools. Its
competencies are needed, also, by teachers who progress to the advanced and
- pecialization levels during their preparation as master teachers or consultants.
Inservice education modules based upon this resource module can be especially
pertinent for faculties in schools which are planning organizational changes to
increase their effectiveness in individualizing instruction.

Plan for Preparticipation Assessment

Each student should be pre-assessed in relation to the resource module. If this
preparticipation assessment reveals that a student has a competency, he should be
required to pTogress through that competency only to provide maintenance or
review. It is recommended that cognitive tasks be pre-assessed with objective
tests. Other alternatives for pre-assessment might include self-assessment, shared
assessment between advisor and advisee, demonstration of criterion behaviors, or
approval by a member of the faculty or of the school administration based on
knowledge of participant's past experiences.
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Competencies Criterion Behaviors Learning Experiences

0 Demonstrates a knowledge of pupil variability.

Professional Entry Level
Demonstrates an awareness of the

extent of individual differences
among children.

Demonstrates an understanding
of the causes of differential
achievement in reading and
their implications for instruc
tional programing, i.e., chrono
logical age, maturational
growth, sex differences. cogni-
tive abilities, interests, cultural
backgrounds.

Specifies various assessment tech-
niques the should be uscl as
Part of an individualized in
strut tion program. i.e.. stand-
ardized tests, interviews,
observation instruments, check
lists, etc.

(Maintenant e from Module #13,
Diagnostic FA:lin:10°n of Read-
ing Progress)

Helps sat-ions pupils, in accor-
dance with their different
capabilities, to set so!n-:.,'Iat
differe7,i ..at

o' through the dc%%. pment
of a feedback system.

Advanced Level
Studies research findings con:ern

ing the causes of differential
achievement in reading.

Specialization Level
Investigates the causes of differen

tial athiesement in reading by
conducting action research in
a school system.

a Demonstrates a knowledge of several
evidence of research findings on the e

Professional Entry Level
Identifies the components of an

individualized instruction sys-
tem in reading: the specifics-

Analyzes tables of test scores
and research findings and
states conclusion about the
extent of human variability
in academic aptitudes,
achievement, physical growth
traits, and artistic traits.

Written test performance.
or

Shales findings with peer group
and faculty member in
discussion.

Written or oral presentation.
Or

Performance on test.

Designs and uses three feed-
back devices such as progress
charts and graphs.

Shares results of activities with
two students.

Conducts a thorough analysis
of three causes of differential
achievement with summaries
of research findings.

Reports results of action re-
search concerning a cause or
series of related causes to
faculty member.

common patterns for school and
ffectiveness of these organizational

Performs on test.
Or

Prepares brief paper.

XIV-1-E
Study references.
Read case study reports.

Read professional literature.
Make classroom observations.
Attend lecture and discussion.
Study achievement record

chart, for a school.

Refer to module: Diagnostic
Evaluation of Reading
Progress.

Read literature.

Read literature.
View demonstrations on video-

tape.

XIVIA
Interview experts in field, i.e.,

psychologists, sociologists,
educators, etc.

Read professional references.
Refer to achievement record

charts for a school.

XIV-1-S
Study research.
Acquire knowledge of statistical

procedures and research
design.

Confer with school admin-
istrators.

classroom organization and provides
patterns.

XIV-2-E
Read professional literature.
Group discussion.
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Competencies Criterion behaviors Learning Experiences

Professional Entry Level (Cont.)
don of the curriculum, reliable
assessment instruments, a vari-
ety of materials and resources
for instruction, pvocedures for
'hon. and long -term pupil
planning, personnel and facili-
ties, instructional techniques

Discusses the following four con-
tinuums of characteristics of
school and classroom organiza-
tion for reading instruction.

OneTeacher 4-4 Multiple-Teacher
Instruction

Heterogeneous r(----S Homogeneous
Sectioning

4--S Uniform Instruc-
tion Within the
Classroom

Independent 4---> Directed Study
Briefly describes various elemen- Gives oral or

esry and middle school organi- Lion.
national plans (heterogeneous
graded, departmentalized
graded, Joplin plan, nongrad-
ing, team teaching, dual prog-
ress plan, continuous progress
plan) explaining several ad-
vantages and disadvantages of
each.

Specifies the various raponents
of a classroom man_ernenc
system for individualizing in-
struction, i.e., provisions for
independent activities, small
group discussion, machines and
hardware, information storage
and retrieval, and arrange-
ment of furniture.

Briefly describes various elemer.-
tary and middle school class-
room organization plans (pupil-
team study, individually pre-
scribed instruction, individ-
ualized reading, intraclass
grouping within the self-
contained classroom) explain-
ing several advantages and
disadvantages of each.

Considers the organization of a
classroom based on a learning-
centers approach.

Gives oral or written presenta-
tion.

Differentiated

Advanced Level
Acquires familiarity with the

research on the effectiveness
of different school organiza-
tion patterns.

t,sitten presents-

Prepares brief paper.
or

Performs on test.

Gives oral or written presenta-
tion.

Sets tip a classroom or draws a
model with a reading center,
a math center a science
center, a listening center,
and a library.

Explains findings in the form
of a research paper.

or
Presents findings to students at

professional entry level.

Attend lecture and discussion.
Read literature.

Study references.
Visit schools with these types

of organization.

Attend lecture and discussion.
Observe classroom performance.
Read professional literature.
View films and filmstrips.

Visit classrooms with these
types of organization plans.

Study references.

Assemble samples of materials
to go into each area.

Visit classrooms that have
learning centers.

EIV.2.A
Study research and recent

authoritative opinions.
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Competencies Criterion Behaviors Learning Experiences

Advanced Level (Cont.)

Acquires familiarity with the
research on the effectiveness of
different classroom organiza-
tion patterns.

Selects, uses, and explains the re-
sults of the administration of a
measurement instrument (rating
1( ale, interaction analysis, etc.)
that is helpful in assessing
classroom operations.

Specialization 'Level

Relies on the following steps to
evaluate and improve the effec
tiveness of school organization
patterns:

1. Establish goals of reading
instruction

2. Evaluate achievement
3. Search for causes of inade-

quate at Itivemnt
4. Establish a hypothesis as

to the means of improv-
ing achievement

5. Plan and initiate the pro-
gram of improvement

6. Reevaluate progress using
some of the instruments
Previously employed

Analyzes an individualized class-
room instruction systcw oI
developing an evaluation y.ro-
gram that provides for both
formative and surnmative

Same as for previous competency.

Summarizes the information in
an appropriate way to explain
outcomes to the professional
staff Involved.

Read literature on measure-
ment instruments.

Attend lecture.
Refer to different types of

measurement instruments.

XIV.2.S

Reports results of following a Attend lecture and discussion.
systematic plan for evaluating Confer with faculty and school
and improving the effective- administration.
mess of school organization
patterns.

Obtains approval of faculty
member.

l)eselop an es:dilation plan
that int lutles at least:

1. Formative evaluation:
evaluating facilities,
evaluating teachers'
utilization, evaluating
types and kinds of ma-
terial employed, eval-
uating teacher attitudes
toward specific aspects
of the system, and
evaluating student atti-
tudes toward specific
aspects of the system.

2. Summative evaluation:
assessing achievement
outcomes and compar-
ing these to some control
group, assessing student
attitudes toward the
total program as com-
pared to other student
attitudes toward the
total program (c.g.,
attendance, selecting
reading from alterna-
tives, etc.), assessing
teacher attitudes toward
this ssstent as compared

Confer with school administra-
tion and teachers.

Attend lecture and discussion.
Consult with college faculty.
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Competencies Criterion Behaviors Learning Experiences

Specialization Level (Cont.)
to other ways of teach-
ing, and assessing other
general goals such as
self-directiveness and
self-evaluativeness on
the part of the student.

Practices a form of personalized diagnostic instruction in the teaching of reading and the other language arts.

Professional Entry Level
Presents the concept of person-

alized diagnostic teaching as it
relates to the individualization
of instruction based upon
continuous assessment.

Identifies the teacher behasiors
required for a given (lass that
has a combination of small
group, independent study and
testing operating simultaneously
(with prosisions tot beginning
group discussions, moving
through the classroom to assist
those working independently,
monitoring, and evaluating stu-
dents working independently,
and reinforcing children in
both group and independent
activities).

Utilizes the information from
student records and evaluations
to organize reading achieve-
ment groups.

Demonstrates skill in forming
power grntips for skills intro-
duction: word recognition
groups, wmprehension groups,
and study skills groups.

Organizes skills refinement groups,
rotating menthe's every few
da,,s, and forming or disband-
ing as soon as purposes are
served.

Establishes activity groups that
have different metnbership for
pleasure reading experiences,
i.e., groups for dramatizing
stock's, making use of audio-
visual aids, and sharing inde-
pendent reading.

States an opus ational definition
of diagnostic teaching that
can be applied to a class.
room situation.

Adequately demonstrates three
of these behaviors in a class-
rocm situation.

or
Prepares a series of videotapes

that demonstrate three of
these behaviors.

Reports on a plan for group-
ing usiag a basal reader,
language-experience, linguis-
tic, or other approach.

Or

Provides classroom observation
by faculty member.

Summarizes procedures used to
form three types of power
groups to colleagues in I he
presence of a faculty member.

Or

Shares performance with faculty
member through use of dem-
onstration lessons on video-
tape or actual classroom
observations.

Discusses use of skill - refinement
groups in a classroom for a
period of three weeks.

Summarizes to group of col-
leagues or faculty member
pro( echoes used to establish
three types of activity groups.

XIV.3.E
Study literature.
Hold group discussion.
Attend c onto em es with dif-

ferent faculty menthe's.

Read literature.
Make classroom observations.

Read literature.
Observe demonstration lessons.

View demonstration lessons on
videotape.

Undertake role playing with
colleagues.

Make classroom observations.
Confer with faculty members.
Study literature.

Observe demonstration lessons
in classrooms or on video-
tape.

Share plans with colleagues.
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Professional Entry Level (Cont.)
Demonstrates skill in diagnostic

teaching of the other language
arts by forming flexible skills
refinement wimps related to
speaking and writing projects:
i.e., groups for practical writ-
ing, creative expression, and
oral retxut i nR.

Provides for differentiated instruc-
tion in spelling by caring for
individual needs and abilities.

Establishes flexible skills refine-
ment groups related to hand-
writing skills that are carefully
analyzed and guided.

Utilizes differentiated materials
in readirg and the related arts
to meet the institictional needs
of individuals. i.e., multilevel
materials, programed materials.

Advanced Level
Orients and familiarizes pupils

with the activities, materials,
and procedures available in the
organization of the classroom.

Uses a reinforcement-reward sys-
tem to guarantee that all chil-
dren, not only the easily moti-
vated ones, learn to read and

Makes use of field experiences
outside of the school environs
that support the personalized
diagnostic teaching practices
followed in the classroom.

Guides teachers in the side( don
of differentiated materials that
facilitate individualizing in-
struction in reading.

Helps teachers develop skill in
diagnostic teaching of reading
by showing t hem how to utilize
information from records and
evaluations.

Shalr.5 and list IICS(.5 hOlk
chi( Cii by c hildlell within

efinement groups.
or

Provides llaSSIOMII observation
by faculty member.

Reports on grouping procedures
and activities for the high.
spelling achiever and the
slow speller.

Renoir: On the use of a check
list ic ith three children which
records individual needs in
handwriting.

Classifies instructional material
according to specific reading
needs.

or
Demonstrates how five different

types of materials lend them-
selves to the individualization
pupils.
of instruction with five

Inuoc,111es a group of students
to the organization of the
classroom.

Obtains feedback from students.

Outlines a system for use in a
school or classroom.

Reports briefly on effectiveness
of initial steps.

or
Demor..tratcs use of behavior-

modification techniques in a
classroom or microteaching
situation.

Reports on the value of three
field trips with a group of
students

Or

!bemires inst ru« ional bulletin
concerned with field trip
experiences for school use.

Conduits inservice sessions in
a school.

Or

Guides three teachers in the
selection of materials.

Assists three teachers in the
development of such skills.

or
Presents concepts to students

enrolled in reading methods
course.

189

Visit classrooms with this Is ire
of grouping.

.\itend Icuutr ;11111 rivst IIStii011.

Study research on spelling.
Observe classtoom demonstra

tions.

Develop a checklist of hand-
writing skills.

Acquire knowledge of materials
and procedures.

Refer to publisher's file of
In-mimics and advertisements.

XI V -3 -A

Undertake role playing with
colleagues.

Provide microicaching experi-
ences.

St udy research.
Observe demonstration lessons

on videotapes or in class-
rooms.

Determine appropriate field
experiences through discus-
sion and visitation.

Attend session on developing
an instrintional bulletin.

Related references.
Mit roteai ping experiences.
Demonstrations on videotape.

Discuss ideas with colleagues
and facility members.
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Competencies Criterion Behaviors

MODULE EXAMPLES

Learning Experiences

Advanced Level (Cont.)
Helps teachers develop skill in

the diagnostic teaching of the
other language arts.

Specialization Level
Promotes a diagnostic mt le of

teaching reading and the °diet
language arts within a school
system.

1.±i Investigates additional patterns of

Professional Entry Level
Recognizes that it may be desira-

ble to use multiple organization
patterns flexibly to provide the
maximum amount of person.
:dim! teaching.

Advanced Level
Proposes alternative plans of

grouping students that would
facilitate classroom instruction
in reading when given individ-
ual plans for 90 to 100 pupils of
approximately the same age.

Specific's large global objectives in
leading and the related arts and
translates these global objettkes
into specific objectives for
classroom use when given a set
of goals for an elementary or
middle school.

Specialization Level
Formulates and initiates an organ-

izational plan for an entire
school that includes facilities,
staff and time utilization, appro-
priate schedules for all students,

Conducts inservice sessions in
a school district.

or
Ptepares au instrue ional bulle

tin on diagnostic teaching tot
use in a school district.

or
Prepares a series of videotapes

that demonstrate the diag-
nostic teaching of skills in
reading and the other
language arts.

classroom organization that may

Attend conferences with school
administrators.

Experience the diagnostic style
of teaching.

be effective in certain school situations.

Summarizes visits to schools
that hate multiple organiza
tion patterns in the form of
an oral or written report.

Generates at least two possibly
strategies when given individ-
ual plans which reflect the
needs of 90 to 100 students;
a description of the facilities
available; and a staff consist-
ing of at least three profes-
sionals, two paraprofessionals.
and two student teachers or
interns.

Obtains approval by faculty
member or school
administrator.

When given a set of goals for
an elementary or middle
school in reading and the
related arts based on a new
organization plan, translates
these verbal goals into a set
of general objectives and
further divides these general
objectives into more specific
objectives for a given
classroom.

Gains approval by faculty mem-
ber or school administrator.

X1Y-4-E
Visit schools that demonstrate

a variety of patterns.
Attend lectures and discussions.

Discuss patterns with college
faculty and school adminis-
tration.

Acquire knowledge of different
organizational plans.

Read literature on statement of
behavioral objectives.

Consult with experts in field.

Refer to literature.
Visit schools.
Confer with school adminis-

t rator.
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Competencies Criterion liehasiors Learning Experiences

Specialization Level (Cont.)
and a decision-making plan
relative to this organizational
model when given all pertinent
information relative to a Par-
ticular school.

Involve+ all staff members in plan-
ning for tit:Inge to obtain the
benefit of their combined ex-
periemes and knowledge and to
give them an opportunity to
learn about plans being
developed.

Develops a systematic plan for
involving all staff members.

Reports on implementation of
this plan.

Assesses the role played by the
stall in planning for change.

Plan for Continuing Assessment and Post-Assessment

Observ, procedures used with
staff members in planning
for change.

Consult with college faculty.

The criterion behaviors or their equivalents should be used to assess each stu-
dent's attainment of specific competencies. The assessor should judge whether a
student has mastered a particular competency and, if not, diagnose the reasons
and recommend the learning experiences required to master that competency.

Post-assessment conferences should be held periodically to discuss a student's
overall progress through the module at a given point in time.

CONTRIBUTING CONSULTANTS

Harry W. Sartain, Director, Falk Laboratory School, University of Pittsburgh
Donald W. Barnickle, Elmwood Elementary School, Napervil:e, Illinois
John 0. Bo lvin. University of Pittsburgh. Pittsburgh, Pennsylvania
Joseph J. DeRenzis, Research for Better Schools, Inc., Philadelphia, Pennsylvania
Mildred H. Fireman, Urban Laboratory in Education, Atlanta, Georgia
Clifford Johnson, Georgia State University, Atlanta, Georgia
Ruth T. Lindberg, Elmwood Elementary School, Naperville, Illinois
Sally Newman, University of Pittsburgh, Pittsburgh, Pennsylvania
Nicholas J. Silvaroli, Arizona State University, 'Tempe, Arizona
Jeannette Veatch, Arizona State University, Tempe, Arizona
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the Study of Education, Part H. Chicago: University of Chicago Press, 1968.



Chapter Seventeen

Treatment of Special Reading Difficulties:

Resource Module i

EZRA L. STIEGLITZ
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Revised: May 1972

Most children have occasional difficulties learning to read, and many children
have difficulties of a continuing nature. In schools where only the reading
specialist may have any sense of responsibility for or any capability in helping the
child overcome these difficulties, a large proportion of youngsters never receive
the types of instruction that they need because the specialist's time is too limited.
The increased professionalization of teaching makes it necessary for all teachers
to learn how to treat reading difficulty problems that occur frequently. Therefore,
the professional entry preparation programs of all teachers at all levels should
include instructional modules based upon this resource module. Those individuals
who are preparing to become reading or language arts specialists need to become
involved in advanced and specialization modules to attain additional competen-
cies which are required for doing experimentation and for advising faculties in
the treatment of exceptional difficulties. Also, of course, there is almost unlimited
room for progress in the profession through the utilization of inservice education
programs built from this resource module.

Plan for Preparticipation Assessment

Each student should be pre-assessed in relation to the resource module. If this
preparticipation assessment reveals that a student has a competency, he should
not be required to process through that competency unless it is used to provide
maintenance or review. It is recommended that cognitive tasks be pre-assessed
with objective tests. Other alternatives for pre-assessment might include: self-
assessment, shared assessment between advisor and advisee, demonstration of
criterion behaviors, or approval by member of faculty or school administration
based on knowledge of participant's past experiences.
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MODULE SIXTEEN
TREATMENr OF SPECIAL READING Dirt icuLtirs

MODULE EX. NI PI ES

ComPetetic it's (:riterion Itchasior9 Leal tying Fs pct

1)etnonstrates an understanding of the factors related to reading disability,

Professional Entry Level
Explains the similarities and dif-

ferences between deselopmental
instruction and instruction for
children with special reading
difficulties.

Recognizes the following deutif,
live categories of disabled
readers in terms of %Medic:
simple retardation cases, specific
retardation cases, limited dis-
ability cases, complex disability
cases (refer to Bond and
Tinker, Reading Difficulties:
Their Diagnosis and Correction,
pp. 95-99. for clarification of
terms).

Provides a summary of the
various factors of reading dis-
ability such as sensory defects,
emotional disorders, neuro-
logic al disorders, etc.

Recognises the interrelationships
of these causal factors.

Advanced Level
Studies research findings concern-

ing the different factors related
to reading disability.

Specialization Level
Produces a theoretical c meal-rut

concerning the taunts relating
to reading disability.

Discusses with administrators or
teachers the probable causes of
reading problems and suggests
ways of eliminating or reduc-
ing such factors in future
programs.

Utilizes and interprets formal and inf
balances in individual reading growth.

Professional Entry Level
Diagnoses specific reading difficul-

ties while teaching (during in-

Stimmti/es references ark-
(match. in the form of a
Palter or t hart,

Presents written test per
lot litances.

or
Itletililies and (list asst's a t Ilse

sloth report for each clescrip.
lise category' of disabled
:cadet..

Shares .t list and desrtiption of
causal fat tots with peer
group.

Compares :Mil I eports 'ill two
children Mising sittular
svniptoms but seernirw to
have different causal back-
grounds.

Written or oral summaiv of
research findings.

Or
Pr: formance on wi it test.

Defend, t to a group of
fatuity members.

Holds duce intericws or «nt.
[cremes as judged by oboes
ing faculty rfimbers.

or
Implements a plan for ptogram

and; or staff development at
the school district or college
levels.

orma! instruments in the ongoing

Discusses findings and method
of reporting findings with

XVI.] .E
sommarim appropi kite

teferetic es.
Hold group discussion.

Studs' literature and prepared
case study reports.

Read professional literature.
Attend lecture and discussion.

Stride case studs I C1/0119.

Make classroom ohm:Is-MMus.

XV11.1,1

Refer to professional references
ill order to conduct a
thorough analysis of three
causes of reatlittic V.

Interview experts ill field.
Refer to case study repents.

XVI-I.S
Attend Itlitites and dist ussions

toturning the «,11,illelti0I111
ill producing a

theoretical construct.
Svuthesi/e previous learning

experiences.

Discuss knowledge of research.
Undertake role playing will!

assessment process to detect im-

Work with pupils on a one.to-
one or small group basis.
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Competemies Criterion Behaviors Learning Expellent es

Professional Entry Level (Cont.)
struetional actisiiies suell as
oral reading and written work),
not to replace, formal and
informal testing but to supple-
ment it.

Determines how i nstrut tion
should be modified as a result
of in fot mation gleaned from
cheeklists used for diffrient
skill areas.

Provides fur student involvement
in the analysis of reading prob-
lems and in evaluating the
results of special activities.

Reassesses pupils' instructional
Placement periodically.

Explains the elements and struc-
ture of a case study report.

Interprets the analysis of reading
problems after they are pre-
pared by a specialist and de-
velops a plan for remediation.

Understands the elements and
structure of a case study
conference.

Advanced Level
Prepales, Ilse,. and esalnates

tools that tau ice used for the
ongoing es:dilation of reading
skills and adapts existing tools
to sperifit lot al needs when
wart titled.

Olganizes and writes a ease 5t11,1\'
report which nullities all infor-
mation pertinent to a child's
reading performance with a
plan for remediation.

Specialization Level
Orgatiiies and conducts a case

study conference.

tilleagties as a result of work
with 1,,11

Reports on the use of c het k lists
or other detites to keep :m
ongoing record of each child's
%%ord.:11141k, comprehensive
oral reacting. and study skills.

Designs and uses three feed.
bark desires such as progress
(harts and graphs for dif
ferent skill areas.

Shares results of activities with
two students.

Gives reasons for recommending
changes in skills or general
level of instruction for two

or
Updates two case study reports.

Explains the elements and
Sittlf

SIIIIIIII:Iti/CS the results of two
prepaied case study reports.

Outline's plans for reading in-
stroction as a result of
amity/Mg five tase study
reports.

Explains the elements and
strut lure.

Summarims the resoles of two
case studs. conferences.

Reports on the Ilse of three
instruments before colleagues
and faculty member.

Prepares two case study reports
as a result of experiences
with person:di/eel diagnostic
teaching.

Initiates au individual cast-
:atlas- confeten«c in a school
and siunmaiiies seeps and
values in live pages or less.

11'rite reemds of pupil work.
Read appioptiate references.

Refer to prepared checklists.
(Amerce demonstlations.
()Main experiences with pupils.

Study referent es.
Attend turnip lectures and

disc ussions.

Discuss with peers and/or
professional staff.

Attend lecture on case study
locomation.

Refer to litetature.

Analvte pies ions work on test
stole interpioation.

Snu' prepared lase stady
report.

Observe ease study «iny.lence
(live or on v ideotapet.

Study literature.

XVI-2-A
Examine tools already in use.
Hold group discussion.

Attend lecture on the prepara-
tion of case study reports.

Study a variety of ca.c studies
to note format, (lat.: included,
style of writing, etc.

Prepare case studies tinder
supervision.

XVI-2-S
Praetiee with colleagues.
Observe case study elm ferem es.
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MODULE EX A M PI. ES

Competencies Criterion Behaviors Learning Experiences

Specialisation Level (Cont.)
Demonstrates case study repotting

to less experienced teacher.

Encourages teachers and admin-
istrators in a school district to
follow procedures for ongoing
evaluation in the classroom.

Selects or prepares a variety of material
ing difficulties at various age levels.

Professional Entry Level
Shows familiarity with commer-

cial materials that can he used
in the collection of word recog-
nition difficulties such as books,
games, devices, workbooks, etc.

Shows familiarity with the com-
mercial materials that could he
used in the correction of cliffi
culties with basic comprehension
and study skills.

Cites research findings concerning
the value of using mechanical
devices with children who have
reading disabilities.

Selects and prescribes materials
appropriate to individual
pupil's own reading lesel,
skills, and other cognitive
learning needs.

Selects and prescribes materials
appropriate to individual
pupil's interest areas, motiva-
tional needs, and other affec-
tive needs.

Demonstrates competently be.
fine professor.

or
Shows that a group of partic-

ipants are able to explain the
elements and structure of a
case study report.

Dimtributes to administrators
and teachers in a school dis
trier an instructional bulletin
of five to ten pages that is
conterned with ongoing
evaluation.

or
Reports results of inservice meet-

ings held with administrators
and/or teachers on the need
for ongoing evaluation of
each student's progress.

s that are appropriate for use in

Prepares annotated bibliog.
raptly.

or
Shares knowledge of materials

with colleagues.
Or

Demonstrates familiatity by use
with pupils.

Practice with colleagues.
Review references,

Demonstrate on videotape.
Undertake role playing.
Study related references.
Attend workshop on the Prep-

aration of instructional
bulletins.

correcting different types of read-

XVI.3.E
Access to in.iterial resource

(Amite' s.

Make school and clinic
isitations

Read brochures and pamphlets.
Use material lists.
Attend workshops and

dernonstrat ions.

Same as for previous competent y.

1Vritten and/or oral presenta-
tion as judged acceptable b,
member of faculty.

Gives reasons for prescribing ma-
terials to pupils and assesses
results of recommendations.

Same as for cognitive needs.

Study of recent research.

Assess pupil needs through in-
formal inventories and a
variety of work sampling
techniques.

Read and become familiar with
many children's books, tape
recordings, filmstrips, skill
sheets, and other appropriate
materials. Read journal arti-
cles on children's interests.

Same as for cognitive needs.
Work with individual children

to learn their atTeetive needs.
Also, develop several kinds of
special interest presentations
appropriate for groups of
children. Practice giving
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Competencies Criterion Behaviors Lean ring Ex pet clues

Professional Entry Level (Cont.)

Recogni/es the iotuept of read
abiliti and how it relates to
high-interest, low-socalullarV
materials.

Demonstrates familiarity with and
administers two "simple" read-
ability formulas: Fry, SNIOri,
New Ilainpslike, etc.

Develops a resource the of work
sheets. lesson plans, materials.
instructional ;.itisities and
games that may be used to
help a pupil learn specific
reading skills.

Develops a publisher's file of
c.irochures and adcertisement S.

Advanced Level
W rites, designs, and constructs

teacher-made materials that
can he used in the correction
of wed recognition difficulties.

Writes. designs, and constructs
teacher-made materials that can
be used in correcting difficulties
with comprehension and study
skills.

Evaluates commerc ial materials
developed for specific learning
needs.

Demonstrates familiarity with and
administets two "formal" trad-
ability formulas;
Spache, Flesch. etc.

Explain, the concept.
Identifies and describes high-

interest, IoW - vocabulary
met hod.

Administers formulas to six
books that are it:presentative
of duce content areas at dif-
ferent les els of dillittilty and
summarires t esults.

Shares the contents of this file
with other colleagues.

Or
Iles clops an icicles of the con.

tents of this file.
or

Demonstrates how the i.cntents
of this file have been used in
a teaching situation.

Olganiies file so that it tan
easily be used fear referent c.

Displays materials constructed
such as tape recordings,
charts, pie lutes, games, mar
nip:dative materials, simple
stories using sight words, and
typewritten stories written by
pupils.

or
Reports on use of such ma-

terials in a teaching situation.

presentations to several
gtotilis af Unlikely These
should deal with highintercst
topics much as magic. pets.
wild animals, science,
mysteries, and so on.

Patticipate in biainstortning
sessions Willi wimp of steers.

Study literature.
Refer lit ilialer kits.
Attend (ware and discussion.

direitions.
journal imminent!' on its

use.

Obset,e (lass demonstration.

Examine existing files.
Share experiences ill the class-

room.
Demonstrate.
Coordinate other «unpetencies

in this module.

Attend adthesses of publishers.
Examine existing files.

XVI-3-A
Repoli on lab experiences in

which sludeuls iarti ilO to
( 011S1111( I a wide. variety of
materials.

Same as for previous I ompetency.

Reports the results of evalua-
tions of (litre different types
of commercial materials, i.e.,
van materials, basal reading
series, listening tapes, etc.

Administers formulas to six
books that MI. representative
of [hive content areas and
reports results.

Compares to results of "simple"
readability formulas.

Refer to prepaied evaluation
forms.

Study directions.
Read journal comments on its

use.
Observe class demonstration.
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Competencies Criterion Ifollaviors Learning Experiencs

Advanced Level (Cont.)
Understands the use of the doze

technique as a measurement of
readability, as a measto mem
of comprehension and as an
instructional technique in
sentence comprehension.

Studies research on readability
and readability formulas and
seeks improved procedures.

Specialization Level
Assists other teachers in selecting

appropriate learning and read-
ing materials for pupils.

Assists teachers in learning how
to construct teacher-made ma-
terials for specific learning
needs.

Develops a set of criteria for
evaluating instructional
materials.

ESelects from a variety of methods
early stages of leading who are hay
tion, and concept attainment.

Professional Entry Level
Reveals familiarity with various

physical classroom organization
pattans that take into atcount
the needs of the disabled
reader.

Recognizes the following types of
word recognition difficulties and
the relationships they haw: in.
sulfa km sight sot alio lat fail-
ure to use content and other
meaning clues, ineffectise sisuat
analysis of words. limited knowl-
edge of word parts, lack of
ability in synthesizing, becom-
ing al, overanalytical reader.
making ext essive kwational
errors.

Plans experiences that will detect
and correct limitations in the
following literal level compre-
hension skills: Undemanding
word meanings, perceiving
main ideas, perceiving support-

Demonstrates knossledge and
use of doze tel longue in
each of the situations listed.

Explains findings in the form
of a research paper.

Or

Presents findings to students at
professional entry level.

Organizes and tondutts work-
shops.

Develop appropriate exercises.
Refer to direttions for tom

structing exercises.
Read professional references.

St uly research.

XVI.3S
Read appropriate references.
Participate in workshops con-

ducted by experts.
Obtain instruction by someone

experienced in conducting
workshops.

Organizes and conducts work- Same as for previous
shops demonstrating how to competency.
construct teacher.made
materials.

Shares and tests out instrument
with students at the advanced

V et results of test to redesign
instrument.

Refer to prepared evaluation
forms.

Read professional references.

and techniques those that arc appropriate for use with children at the
ing difficulty with wotd attack, literal comprehension, directional ()Hotta-

Shares the deselopmer and
implementation of a plan for
physit,tl c lassroom organiza-
tion with a grout, of c°1-
leagu;s or a faculty member.

Performs on test.
or

Makes 0,a1 presentation.

Shares with colleagues three
prepared lessons for each of
two types of comprehension
skills at different levels of
difficulty. Places examples in
resource file.

XV1.4E
Make guided observations itt

t lassrooms.
Inlet-slew specialists.
Si Surly references.
Hold group discussions.
Observe classroom organization

on videotape.

Study references.
Attend lecture and dist ussimi.
Discuss ditlit ulties shown on

sideotape.
Analyze case studies.

Hold group dist ussion.
()Irserse and confer with

demonstration teachers.
Study references.
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Competencies Criterion Behaviors Learning il.xperienc es

Professional Entry Level (Cont.)
ing details, understanding
sequences, perceiving and
following directions.

Adapts a particular reading
method or program or lists a
combination of approaches to
meet the individual needs of
the disabled reader: alphabet
systems, linguistic approaches,
programed learning, basal read-
ing series, ma labs, language
experience approach, and
others.

Develop, flexible reading lessons
for disabled readers that con-
tain several kinds of activities
and sufficient review for
permanent learning.

Advanced Level
Establishes criteria for evaluating

the effectiveness of a particular
reading method or program for
children with reading problems.

Evaluates the effectiveness of a
particular reading method or
program used with a child or
group of students in given
situations.

Designs instructional procedures
that can be used to detect and
correct specific difficulties with
word recognition.

Devises instructional techniques
for developing word meanings
including the use of context
clues and the teaching of word
meanings through the 5)'stern-
alit study of words and use
of the dictionary.

Provides firsthand and vicarious
experiences for children alto
need to develop meaningful
vocabularies together with the
acquisition of concepts.

Designs various types of exercises
that may be employed both for
diagnosing lack of sentence com-
prehend( a and for helping indi-

Experiments effectively with
different approaches in dif-
ferent situations.

Justifies approach used.

Reports on the preparation and
implementation of four read-
ing lessons that demonstrate
flexible planning to an out-
side observer.

Obtains approval of faculty
member.

Investigates the effectiveness of
a particular approach with
students at the professional
entry level or with classroom
teachers.

Devises five exercises that can
be used to detect and/or
corral specific problems with
word recognition.

Uses in a practical situation
when appropriate.

Puts examples in resource file.

Prepares six lessons using dif-
ferent media (i.e., work-
book!, tapes, filmstrips.
teacher -mole materials. etc.).

Uses it. a practical situation
when appropriate.

Puts c:arnples in resource file.
Shares lessons with colleagues.

Reports to group of colleagues
or faculty plans for providing
expeilences for children who
have this need.

Shares with colleagues five pre-
paled exercises at different
Inch of difficulty.

Uses in practical situation when

Study reading methods and
programs,

Observe classroom.
Plan strategies for adapting

approaches with colleagues
and faculty.

Participatc in microteaching
experiences.

Observe demonstration lessons,
Attend lecture and discussion

on the components of a
flexible reading lesson.

Gain knowledge of materials
and teaching techniques.

Consult with college faculty or
school administrators to mai).
lish criteria for evaluating
the effectiveness of a partic-
ular approach.

Hold group discussion.
Use professional references.

Consult with college faculty or
school administrators.

Know the various types of word
recognition errors.

St tidy references.
Gain knowledge of standardized

tests.

Gain knowledge of materials.
Read professional references.
Make resouree notebook of

lessons.

Experiment with plans.
Refer to literature.

Reference study.
Microteaching.
Workshop on instructional

bulletin preparation.
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Competencies Criterion Behaviors Learning Experiences

Advanced Level (Cont.)
viduals understand the rap
tionship between various parts
of a sentence and the thought
units within a sentence.

Develops strategies that can he
employed both for diagnosing
lack of paragraph comprehen-

-.sion and for helping students to
recognize the role of each sen-
tence in relation to the others.

Designs various types of exercises
that can be used for diagnosing
and teaching the comprehension
of larger units, i.e., the relation
between paragraphs.

Recognizes the bases for inappro-
priate directional orientation
habits: orientational confusions
with words, transpositions
among words, faulty eye
movements.

Develops activities to diagnose
and correct inappropriate
orientation habits.

Specialization Level
Investigates the effectiveness of

classroom organizational pat
terns in meeting the needs of
children with difficulties at the
early stages of reading.

Assists teachers and administrators
in recognizing pupil errors at
the early stages of reading and
helps them apply and translate
this information into effective
preventive and corrective
techniques.

Utilizes at the more advanced stages of
are having difficulties with interpretive
ing rate, and study skills.

Professional Entry Level
Explain the difficulties disabled

readers encounter in their in-
ability to adapt to the needs of
reading in the content areas,
i.e., inappropriate application of
comprehension abilities to a par.

appropriate and puts ex
amplcs in resource file.

or
Prepares instructional bulletin

on the diagnosis and treat-
ment of comprehension
abilities.

or

Helps three teachers correct
problems with comprehen-
sion in their classrooms.

Reports results in five pages
or less.

Explains the concepts.
or

Performs on test.
or

Does brief written report.

l'repares five Jessons that can
be used to correct different
types of inappropriate orien-
tation habits.

Uses in practical situation when
appropriate.

Obtains approval of faculty
member.

Does brief written report on
the steps used to evaluate the
organisation patterns of three
classroom situations.

Reports on recommendations.

Organizes and conducts an
inservice program.

Practice teach or microteach
these competencies before
groups of teachers and
administrators.

Or

Teaches college course.
Or

Develops curriculum guide.

reading a variety of methods and
and evaluative comprehension in

Performs successfully on test.
or

Makes oral or written presenta-
tion concerning two diffi-
culties.

actke with colleagues.

Attend lecture and discussion
by expert in perception.

Study reference.

Participate in microteaching.
Sec films.
Attend conference with expert

on perception.

XVI.4 -S

Study research and recent au-
thoritative recommendations.

Consult professional experts.
Study research and recent

authoritative opinions.
Refer to sample curriculum

guides.

techniques with young people who
content fields. adjustment of read-

XVI-5-E
R. Id appropriate references.
Make classroom observations.
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Competencies Criterion Behaviors Learning Experiences

Professional Entry Level (Cont.)
titular field, limited knowledge
of technical vocabulary and
common words with special
meanings in a content field, dif-
ficulties with organization, in-
sufficient concept development,
inadequate knowledge of
symbols and abbreviations.

Recognizes deficiencies in basic
study skills, i.e., inadequate use
of locational and organizational
skills.

Reveals familiarity with the causal
factors that contribute to defi-
ciencies in rate of comprehen-
sion, such as: insufficient sight
vocabulary, difficulties in word
understanding and comprehen
sion, being an overanalytical
reader, insufficient use of con-
text clues, lack of phrasing, and
unnecessary vocalization.

Advanced Level
Plans experiences that will detect

and correct limitations in the
following interpretive level com-
prehension skills: detecting in-
ferences, noting cause and effect
relationships, noting comparisons
and contrasts, formulating opin
ions and conclusions, antici-
pating no:t steps or outcomes.

Plans:experiences that will detect
and correct limitations in the
following evaluative level com-
prehension skills: judging accu-
racy, distinguishing between
facts and opinions, recognizing
persuasive statements.

Relics upon teachermade tests
and other informal procedures
to determine the instructional
needs of disabled readers in
specific content areas.

Uses appropriate activities and
materials to develop specific
content area and study skills,
he., multitexts, multilevel texts,
pupil-team activities, reading
guides, etc.

Experiments with materials and
techniqum for diagnosing and
improving rate of comprehen-
sion and for developing flexi-
bility in adjusting speed to
materials and purposes.

Summarizes literature.
or

Performs on written test.

Makes oral or written
presentation.

Shares with colleague three
prepared lessons for each of
two types of comprehension
skills at different levels of
difficulty.

Places examples in resource file.

Study references.
Study case reports.

Visit school facility for &M-
oping rate of comprehension.

Study references.

Hold group discussion.
Observe and confer with

demonstration teachers.
Study references.

Same as for previous competency.

Demonstrates the use of in-
formal procedures for three
content areas.

Prepares three lessons for each
of three content area subjects
and gains wproval of faculty
member.

Reports on the design of a
series of exercises at different
levels of difficulty that can be
used for this purpose.

Uses in a practical situation
when appropriate.

Reports on the value of these
c.:ercises.

Refer to appropriate standard-
ized tests.

Collect suggestions from
teachers and administrators.

Read references.
Evaluate materials.
Make guided classroom

observations.
Read literature.
Do microteacliing.

Study feasibility of using
mechanical devices.

Study references.
Observe in clinic or classroom.
Do microtcaching.
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MODULE EXAMPLES

Competencies Criterion Behaviors Learning Experienc Cs

Specialization Level

Demonstrates procedures used to
diagnose and correct problems
with rate nt comprehension,
study skills, and reading In
the content fields.

Assists teachers and administrators
in recognizing student errors at
the more advanced stages of
reading and helps them apply
and translate this information
into effective presentise and
corrective techniques.

Aids three teacher!' in correcting
problems with rate of 11

eliension or study skills or
reading in the cnntent fields.

Reports nn procedures and
results.

Or

Teaches appropriate college
level course.

Or

Develops instructional bulletin
that can be used by a school
district for one of preceding
categories.

Organises and conducts an
inservice program.

Practice teach or microteach
these competencies before
groups of teachers and
administrators.

or
Teaches college course.

Or

Develops and distributes
instructional bulletin.

XVI-5S

Consult experts in field.
Study format of instructional

Refer to literature.

Consult professional experts.
Stney research and recent

authoritative opinions.
Rorer 'o sample instructional

bulletins.

16.1, Makes adjustments in classroom reading programs for children having different modalities of preferred
perceptual learning, low mental ability, social or emotional adjustment problems, lack of motivation, subtle
learning disabilities. and problems with speech, visioo, or hearing.

Professional Entry Level
Notes the different categories of

specially hanclic apped children:
very slow leaf tiers, emotionally
disturbed, language handi-
capped (nonEnglish speaking),
poor eyesight, defective hear-
ing. speech impediments.

Notes special procedures that
should he followed for children
who have language handicaps.

Advanced Level
Examines how. psychotherapy

and psychotherapeutic prin-
ciples can be utilised in the
instruction of those children
who are emotionally disturbed.

Assesses the value of biblio-
therapy in helping to solve
children's reading problems.

Performs on test.
Or

Makes brief oral or written
presentation.

Gives oral or written
presentation.

Establishes a rationale fur
adapting some of these
Principles in teal ping situa-
tions. Defends this rationale.

Prepares and defends a position
par on the value of
bib,otherapy.

or
Participates in a panel discus-

sion at a professional level.
or

Plans, implements, and reports
on lessons with three pupils.

XVI.6-E

Study references.
Make guided observations in

classrooms.
Study case reports.

Study refer cores.
Make classroom observations.

liners kw or «infer with guid-
ance counselor or sc hoot
psychologist.

Read reverences.

Study research and literature.
Make observations in classroom

or on videotape.
Do microteaching.
Practice with colleagues.
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Competencies Criterion Behaviors Learning Experiences

Advanced Level (Cont.)

Provide., special activities that will
stimulate an interest in reading
For failure-oriented and other
negatively motivated ponds.

Shows familiarity with methods
th.d can be used with mentally
retarded and dull-normal
children.

Knows what adjustments should
be made in the classroom for
those children who arc visually
handicapped.

Reveals familiarity with the ad-
justments that should be made
for children who have mild
hearing defiCiCOUIC3 or who are
partially deaf.

Notes special procedures that
should be followed with chil-
dren who have speech defects.

Considers the role of subtle learn-
ing disabilities in the treatment
of children with special read-
ing difficulties.

Uses results of formal or informal
perceptual learning modality
measure (Mills or Baxter) to
identify strong learning morlaii-
ties severely handicapped
children and makes recommen-
dations for instruction.

(Maintenance hunt Module
Thirteen)

Experiments with set eral special
methods than can be used for
teaching children with extreme
reading difficulties: Fernald,
Gillingham, Monroe. etc.

Specialization Level

Explains research findings con-
tenting special methods used
for tearhing children with
extreme readiag difficulties.

Demonstiates motisation tech
Moues in three toleplaying
sittiat.otis or whet two groups
of children.

Performs an test.
Or

Make] brief oral or written
presentation.

Prepares a list of recommen-
dations.

or
Assists three teachers who have

such children in their class-
rooms.

Gives oral or written
presentation.

Civics oral or written
presentation.

Participates in a panel discus-
sion on subtle learning dis-
abilities at a professional
level.

or
Defends a position paper on

dyslexia.
Or

Establishes an operational clefi
nition of dyslexia with
remedial implications.

Summarizes instructional pro-
cedures used with three
children.

Uses at least Mice of these
approaches in classroom or
iaboratory.

Summarizes resealch and shares
findings with colleagues and
professional staff.

Read professional ref -:rences.
Make classroom observations.
Gain koowledge of materials.
Watch demonstration lessons

on videotape.

Interview or hold conference
with specialist.

Study references.
Observe demonstration lessons.
Study materials and techniques.

Make classroom observations.
Read literature.
Discuss with specialist.

Study references.
Make classrrxrm observations.

Study references.
Make classroom observations.

Study research and recent
authoritative opinions.

React professional literature.
Obserse demonstr ation lessons

in classrooms or on videotape.

Refer to description of each
method.

Observe demonstration teacher.

XVI-6-S

Read research.
Consult with professionals who

hate used such methods.
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Competencies Criterion Behaviors Learning Experiences

Specialisation Level (Cont.)
Demonstrates procedures that

teachers should follow in
working with specially handi-
capped children.

Assists other teachers in learning
how to motivate pupils who are
especially difficult to motivate.

Designs and implements a multi-
disciplinary program for the
treatment of specially handi-
capped children.

Otganizes and «unlitcts
inset v; p. ogram.

or
Teaches college course.

or
Prepares an instructional bulk-

tin for teaching slow learners.
emotionally disturbed
learners, etc., that can be
used by a school district.

Demolistrates competently be-
fore professor.

or
Shares with colleagues and pro.

fessional staff teachers' re-
action to training program.

Evaluates how such a program
is of benefit to specially
handicapped children.

EDetects and corrects problems of language deprivation in young children.

Professional Entry Level
Realizes that certain children.

whose experiential backgrounds
are quire different from those of
the average child, do not make
normal progress in reading.

Realizes that standard English
should and can be taught suc-
cessfully as though it were a
second language to children who
speak nonstandard English as a
result of cultural differences.

Advanced Level
Assesses a child's achievement or

potential through techniques
that do not penalize hint with
rigidly defined time limitations.

Implements an intensified
language-readiness program that
makes use of a child's strengths
and concentrates on eliminating
his weaknesses.

Provides numerous firsthand.
vicarious experiences to promote

Performs On test,
or

Writes report.

Consult professional expells.
Study research and recent

authoritative opinions.
Refer to instructional bulletins.

Review appropriate references
and materials.

Role playing with colleagues.

Investigate reading programs
that are r-dshiclisciplinary
oriented.

Study references.
Consult with specialists such as

guidance counselors, speech
therapists, etc..

XV.1-7E
Attend lectures and discussions.
Read drofessional references.

Same as for previous competency.

Shares with colleagues a list and
description of tests that can
assess a child's progress in
specific skill areas without
setting rigid time limitations.

Or

Reports on informal devices
used to assess the progress of
children with problems of
language deprivation.

Designs, implements, and re-
ports on the value of such a
program with children who
have language handicaps.

Develops an instructional
bulletin.

XVI-7-A
Utilize competencies from

Module Thirteen on Diag-
nostic Evaluation of Reading
Progress.

Attend lett ure and discussion.

Obsee demonstration lessons.
Attend lecture and disc ussion.

Administers an inventory of
experiences.
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Competencies Criterion Behaviors Learning Experiences

Advanced Level (Cont.)
selfexpression and concept
attainment: role playing, field
trips, dramstizations, use of
audiovisual aids, etc.

Adapts beginning reading pro-
grams such as the language-
experience and individualized
approachcs to the needs of chil-
dren with langua3e problems.

Specialization Level
Provides special training for

teachers and administrators in
school districts that have chil-
dren with problems of language
deprivation.

Ohtaitts approval of faculty
member.

Or

Demonstrates use of such pro-
cedures to observing assessor
in a practical situation.

Makes suggestions to students
at the professional entry
level. Explains how different
approaches can he adapted
to meet the needs of children
with language problems.

Or
Presents suggestions in the form

of a paper suitable for pub-
lication in a professional
journal.

Reports to faculty advisor on
value of inservice program
conducted in a school district.

or
Shares with faculty advisor

syllabus of college course
taught in this area.

Refers to literature for ap-
proaches and activities.

Make classroom observations.
Read literature on different

approaches to beginning
reading.

Attend lecture and discussion.
Acquire experiences with

children.

Share role playing with
colleagues.

Utilize competencies from
Module Fifteen, Instruction
for Linguistically Different
Learners.

Involves the parent in the cooperative effort necessary to help children with reading difficulties.

Professional Entry Level
Develops a rationale for the role

that parents can play in the
education of children with
reading problems.

Advanced Level
Designs a format for an initial

parent conference.

Conducts and evaluates initial
conferences with parents using
prepared format.

Conducts ongoing conferences with
parents to share information and
to give an honest, sincere ap-
praisal of the learning situation.

Specialization Level
Prescribes specific teaching strat-

egies that parents can easily
use to reinforce previous
learnings.

Organizes and conducts group
seminars to encourage the
attitudes of patents towards
reading.

Defends position paper.

Shares format with and obtains
approval of faculty member.

Conducts and/or supervises
three parent conferences.

Evaluates strengths and weak-
nesses of conferences.

Conducts at,d/or supervises re-
porting sessions with three
parents.

Prepares ten prescriptive lesson
plans for parents.

Demonstrates competently be-
fote member of faculty.

Read professional literature.
Interview administrators, spe-

cialists, teachers, and parents.
Hold group discussion.

XVI-S-A
Study prepared questionnaires,

information forms, etc.
Observe demonstration confer-

ences on videotape.

Share role playing with
colleagues.

Practice with colleagues.
Study references.

XVI-8.S

Consult with expert on train-
ing

Read journal articles.

Confer with school administra-
tion on procedures.

Consult with expert on train-
ing parents.



206

MODULE SIXTEEN (continued)
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Competencies Criterion Behaviors Learning Experientes

Specialization Level (Cont.)

Designs an instructional bulletin
for a school district on t he role
parents can play in helping chil-
dren with reading difficulties.

Kt...it es approval by a dist'ill's
reading coordinator or
faculty member.

Review institutional bulletins,
Cooler with inimipals and

specialists.
Refer to litepature.

F9.1Contebutcs to the development of special reading rooms, clinics, or other facilities to aid children having
reacrag difficulties.

Professional Entry Level

Shows an lerstanding of the
sti Latta e and elements of a
special reading facility.

Advanced Level

Establishes guidelines for the
referral and selection of chil-
dren to a spatial leading center.

Examines the roles played by
reading specialists and super-
visors in contributing to the
development of special reading
facilities.

Specialization Level

Participates in the development
of a special reading facility at
a university or in a public
school system.

Identifies appropriate community
resources for additional diag-
nosis and treatment of reading
problems.

Identifies sources of funding for
the development of special
reading centers.

Explains results of tests and
instruction toschool and class-
room teacher, relating the
child's learning abilities and
disabilities to the classroom
situation.

Reports on visitation to three
spatial facilities.

Provides description of each
facility.

Presents guidelines in the form
of a paper or oral report.

PI eSelltS paper.
or

Shares information with
colleagues.

Defends proposal to group of
olleagues and faculty

members.
or

Gains school district or univer-
sity approval and implements
proposal.

or
Serves as director or adminis-

trator of a special reading
facility.

Distributes handbook after ob-
taining approval of college
fa, ulty member or sc
administrator.

Describes ten missible striates.
Reports On which of these

soon es is most promising.
or

Obtains funds for reading stall.
materials, etc.

Describes system for reporting
results of instruction.

XV1.9-E

Visit facilities in universities
and public schools.

Confer with directors of lead-
ing (enters.

Study literature.

XV1.9..4

Read literatore.
Confer with experts in field.
Examine procedures followed

by school systems.

Refer to professional references.
Confer with reading specialists

and supervisors.

Write a proposal with the fol-
lowing elements: rationale.
procedure* for selection and
referral, services, functions of
personnel, testing, approxi-
mate costs, materials and
equipment, and physical
layout.

Study literature on planning
special reading fad lities.

Visit facilities in operation.
Read descriptions of special

facilities.

Investigate existing facilities.
Prepare handbook.

Study possible sources for
funds, writing proposals fur
government and foundation
projects.

Further investigate most
promising sources.

Prepare standard forms.
Play role of teacher and

principal.
Confer with colleagues.
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Plan for Continuing Assessment and Post-Assessment

The criterion behaviors or their equivalents should oe used to assess each
student's attainment of specific competencies. The assessor should judge whether
a student has mastered a particular competency. If the student has not mastered
a competency, the assessor should diagnose the reasons and recommend the
learning experiences required.

Post-assessment conferences should be held periodically to discuss a student's
overall progress through the module.

CONTRIBUTING CONSULTANTS

Donald L. Cleland, University of Pittsburgh
Harry W. Sartain, Director of Falk Laboratory School, University of Pittsburgh
Paul E. Stanton, University of Pittsburgh
George Becker, San Diego State College, San Diego, California
Sister M. Julitta Fisch, Cardinal Stritch College. Milwaukee. Wisconsin
Aaron Lipton, State University of New York at Stony Brook, Stony Brook, Nes, York
Jimmie I). Merrill, Weber State College, Ogden, Utah
John E. Merritt, The Open Univeisity, Buckinghamshire, Great Britain
Joan Nelson, University of Pittsburgh, Pittsburgh, Pennsylvania
Wayne Otto, University of Wisconsin, Madison, Wisconsin
Jerome Rosner. University of Pittsburgh. Pittsburgh, Pennsylvania
Sister Marie Colette Roy, Cardinal Stritch College, Milwaukee. Wisconsin
Varda Stieglitz, Hampton Township Puldic Schools, Allison Palk. Pennsylvania
John A. R. Wilson, Unkersity of California at Santa Barbara, Santa Barbara, California
Virgil M. Young, Boise State College, Boise, Idaho
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Chapter Eighteen

Treatment of Special Reading Difficulties:

An Instructional Module at the

Advanced Level

EZRA L. STIEGLITZ

"All I said was, 'You're absolutely right, it was our mistake.'

Reproduced by permission from
Changing Times. Artist: Lepper.

The preparation of an instructional module based upon a resource module
requires several steps which include the following:

1. Determination of which competencies are generally appropriate for the
teachers or potential teachers at the level of preparation where the module
will be used

2. Specification of the exact procedures and instruments which will be used

209



210 MODULE EXAMPLES

for determining, through the preparticipation assessment, which compe-
tencies each individual has previously attained or still needs to attain during
work with the module

3. Itemization of the learning activities, some of which may he taken from
the resource module and others which may be added as a result of planning
with the group concerned

4. Establishment of a relationship with a public or private school where it
will be possible for the teacher-learners to practice and to demonstrate the
stated performance competencies

5. Planning of schedules and strategies which will be used to deliver individual
and group learning experiences to the learners at the times when they are
needed by different participants

6. Establishment of techniques for recording and reviewing individual ex-
periences and progress in competency attainment

7. Specification of the procedures by which individuals and groups may demon-
strate their attainment of specific knowledge and performance competencies
as they progress at different rates

8. Preparation of a guide for the learnersa statement of the modular objec-
tives and proceduresso that individuals will know how to proceed in their
day-by-day learning experiences

9. Planning for the utilization of faculty resources in carrying out the pro-
cedures of group instruction, individual tutoring. individual supervision
of classroom practice, and individual or group assessment of competency
attainment

The sample instructional module which is included here was used in the field
testing of a part of Resource Module sixteen in a master's degree program. It
illustrates one procedure that may be followed in planning resource modt.es,
but there is a variety of other -procedures whi:11 can be developed by creative
faculty groups.

Introduction to an Operational Guide

A. The purpose of 'his module is to develop a repertoire of skills and knowl-
edge necessary to effectively treat children with reading difficulties. Through
work in this module the teacher should be able to:

1. Demonstrate an understanding of the nature and causes of reading dis-
ability.

2. Develop a case study for each child who has reading problems.
3. Follow a process of personalized ongoing evaluation in determining the

reading difficulties of every disabled reader.
4. Identify materials that can be used for the treatment of children with

reading problems.
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5. Select from a variety of methods and techniques those that are appropriate
for use with children.

6. Recognize the need to correct problems by increasing the rate of com-
prehension, by improving study skills, and by reading in the content areas.

7. Recognize the needs of different types of handicapped learners.
8. Involve the parent in the cooperative effort necessary to help children with

special reading difficulties.
9. Contribute to the development of special facilities for children with reading

difficulties.

B. It is essential that the participant, while proceeding through this module,
be given the opportunity to work with children identified as having reading
problems. A basic assumption of this module is the fact that children with
specific problemse.g., overanalyzation of words, speech defectscannot be
identified, catalogued, shelved, and later retrieved for the demonstration of a
criterion behavior; it will not, therefore, be possible to develop every competency
within the context of a real-life situation. Some of the competencies will, there-
fore, have to be based solely on an individual's perceived awareness of or famil-
iarity with a particular method, material, or technique that can be used in the
treatment of children with special reading difficulties. A variety of experiences
with children in a classroom or clinical setting will give a person an opportunity
to utilize the repertoire of skills developed through completion of this module.

C. All of the materials, techniques, and methods referred to in this module
apply to the concentrated treatment of children in group and individual situa-
tions. This approach follows the thinking of Bond and Tinker who feel that the
difference between remedial and developmental instruction is ". .. in the extent
of individualization and in the study of the child rather than in the uniqueness
of the methods or materials employed."* Stress is placed on the belief that no
single formula of remediation can possibly work for all cases of reading disability.

D. There are certain competencies that an individual should possess before
he is processed through this module.

1. Some of the competencies listed in the module, Diagnostic Evaluation of
Reading Process, are prerequisite and corequisite to the competencies listed
in this module. A few of the competencies in both modules are overlapping
in order to promote the concept of maintenance or transfer of skills.

2. An understanding of basic word attack and comprehension skills is neces-
sary before a student can attempt to diagnose and overcome unusual diffi-
culties in this area.

3. It is recommended that the participant have experienced some successful

Guy L. Bond and Miles A. Tinker. Reading Difficulties: Their Diagnosis and Correction. New
York: Appleton-Century-Crofts, 1967, p. 263.



212 MODULE EXAMPLES

classroom teaching, as determined by a school administrator or college
faculty member.

Directions for Use of an Operational Guide

A. The purpose of this teacher education program is to provide participants
with specific experiences necessary to attain specific competencies. Through this
program, the participants are provided with the opportunity to progress at their
own rates according to their individual needs and interests. It is the responsibil-
ity of each student to select experiences that will lead to the attainment of corn-
petencies in the treatment of children with special reading difficulties.

B. Instructional Module

1. Definition: A set of learning experiences intended to facilitate the stu-
dent's acquisition and demonstration of a particular set of competencies
at the advanced level. The instructional module is an operational compo-
nent of a comprehensive resource module.

2. The competencies listed in thk instructional module are knowledge and
skills which are considered necessary for the effective treatment of children
at the advanced level.

3. The criterion behaviors identified in the instructional module may be
used to determine attainment of specific competencies.

4. The learning experiences in the instructional module are purposeful activ-
ities during which an individual prepares to demonstrate a criterion be-
havior. The student has the responsibility to make selections from the
experiences listed or to provide his own experiences.

C. A Resource Module is enclosed to provide the student with a listing of
competencies required at the previous level, i.e., the professional entry level and
the next level, i.e., the specialization level.

D. The Competency Assessment Forms should be used by the participant as
a formal method of recording and communicating attainment of competencies
as he progresses through the instructional module. Each completed form should
include the following:

1. The general competency as stated in the instructional module.
2. The specific competency or competencies as stated in the instructional

module.
3. A descriptio.. of the criterion behavior used to assess each competency.
4. An assessment dated and signed by an assessor indicating attainment or

nonattainment of a competency (assessor's recommendations should be in-
cluded for competencies not attained).

5. A listing of any additional competencies not included in the instructional
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module, i.e., professional entry level competencies, specialization level com-
petencies, revised advanced level competencies, and additional advanced
level competencies.

Each form is to be submitted to the instructor upon assessment.

E. Each participant is required to complete a Weekly Reaction Form for
each module. The purposes of this form are to:

1. Determine weekly progress.
2. Provide an estimate of time required to attain each competency.
3. Alert the staff to the learning experiences required in the upcoming week.
4. Obtain reactions to the content, operational guide, and concept of compe-

tency-based teacher education.

These forms need to be submitted to the instructors each Thursday.

F. Field Sites

Fritz Retsch
Ambridge Area Schools
States Street School
Baden, Pa. 15003

869-2197 Afternoons
869-4103 Mornings

Emily DeCicco
Community Education Action
Home-243-9666

Rita Bean
McKeesport Area Schools
Shaw Avenue
McKeesport, Pa.

Marilyn ChristianEzra Stieglitz
Reading CenterC. L. 1017
University of Pittsburgh
Pittsburgh, Pa. 15213

621-3500 -X509

G. Announcements

Additional learning experiences and other pertinent information will be
posted on a bulletin board.

H. Professional References

1. Books Available for Purchase
Bond, G. L., and M. A. Tinker. Reading Difficulties: Their Diagnosis and

Correction, Appleton-Century-Crofts, 1967.
Herr, Selma D. Diagnostic and Corrective Procedure in Teaching of Read-

ing, College Book Store, Los Angeles.
Wilson, Robert M. Diagnostic and Remedial Reading, 2nd Edition, Mer-

rill, 1972.
2. Books on Reserve at Hillman Library

Bond, G. L., and M. A. Tinker. Reading Difficulties: Their Diagnosis and
Correction, Appleton-Century-Crofts, 1967.

Decharit, Emerald. Diagnosis and Remediation of Reading Disability,
Parker, 1968.
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Dechant, Emerald (Ed.). Detection and Correction of Reading Difficulties,
Meredith, 1971.

Durr, William R. (Ed.). Reading Difficulties: Diagnosis, Correction and
Remediation, IRA, 1970.

Harris, Albert J. How to Increase Reading Ability, McKay, 1970.
Natchez, Gladys (Ed.). Children with Reading Problems: Classic and Con-

ternperary Issues in Reading Disability, Basic Books, 1968.
Otto, W., and K. Koenke (Eds.). Remedial Teaching: Research and Com-

ment, Houghton Mifflin, 1966.
Robinson, H. A., and S. J. Rauch (Eds.). Perspectives in Reading No. 6:

Corrective Reading in the High School Classroom, IRA, 1966.
Roswell, F., and G. Natchez. Reading Disability: Diagnosis and Treatment,

Basic Books, 1964 or 1971.
Spache, George D. Toward Better Reading, Garrard, 1963.
Wilson, Robert M. Diagnosis and Remedial Reading, Merrill, 1967.
'Lintz, Miles. Corrective Reading, Wm. C. Brown, 1966.

3. Books Available in Resource Room (1028 D)
Cleland, Donald L., et al. Corrective and Remedial Reading, Pitt Reading

Conference, 1960.
Davis, Bonnie. A Guide to Information Sources for Reading, IRA, 1972.
Ekwall, Eldon E. Locating and Correcting Reading Difficulties, Merrill,

1970.
Johnson, M. S., and R. A. Kress (Eds.). Perspectives in Reading No. 7:

Corrective Reading in the Elementary Classroom, IRA, 1967.
Jongsma, Eugene. The Glaze Procedure as a Teaching Technique, Reading

Information Series: Where Do We Go? IRA, 1971.
Robinson, H. A., and S. J. Rauch (Eds.). Perspectives in Reading No. 6:

Corrective Reading in the High School Classroom, IRA, 1966.
Smith, Carl B. Establishing Central Reading Clinics: The Administrator's

Role, Target Series Book Two, IRA, 1969.
Smith, Carl B. Correcting Reading Problems in the Classroom, Target Se-

ries Book Four, IRA, 1969.
Smith, Nila B. (Ed.). Current Issues in Reading, IRA, 1969.
Spache, George D. Good Reading for Poor Readers, Garrard.
Strang, Ruth. Reading Diagnosis and Remediation, IRA ERIC/CRIER Read-

ing Review Series, 1968.
Yoakman, Gerald A. (Ed.). Readability: Finding Readable Material for

Children, Pitt Reading Conference, 1954.
Smith, Carl B. Treating Reading Disabilities: The Specialist's Role, Target

Series Book Three, IRA, 1969.
4. Annotated Bibliographies (Resource Room)

Fay, Leo. Reading in the Content Fields: An Annotated Bibliography, IRA,
1969.

Riggs, Corinne W. Bibliotherapy: An Annotated Bibliography, IRA, 1971.
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See ls, B., and Dale E. Readability and Reading: An Annotated Bibliogra-
phy, IRA, 1971.

Summers, Edward G. Twenty-year Annotated Index to the Reading
Teacher, IRA, 1969.

Trela, T. M., and G. J. Becker. Case Studies in Reading: An Annotated
Bibliography, IRA, 1971.

An Instructional Module at the Advanced Level

General Competency 1: Demonstrates an
reading disability.

Specific Competency
Conducts a thorough ana'ysis of three causes
of reading disability with summaries of re-
search findings.

understanding of the nature and causes of

Criterion Behavior
Prepares paper or presents findings to group
of students and/or faculty members.

Learning Experiences
Professional References

Bond and Tinker, Chapter 5, 6 (discusses many factors)
Dechant 1968, Chapter 3 (discusses many factors)
Dechant 1971 (Ort) 188-193 (inadequacies in reading program); (Barbe) 231-230 (in-

structional causes); 187 (bibliography)
Harris, Chapters 9, 10, 11 (discusses many factors)
Natchez (Readings) 23-86 (emotional factors); 89-156 (neurophysiological factors),

159-216 (cultural factors)
Johnson and Kress. 1967 (Eichenwald) 31-34 (psychophysiological factors)
Rosewell and Natchez, Chanter 1 (general, with excellent bibliography)
Strang, Chapter 2 (discusses many causes)

Refer to reading laboratory case study reports or case study reports in literature (Trela
and Becker, annotated bibliography)

Consult with faculty.

General Competency 2: Develops a case .51:My for each child who has reading problems.

Specific Competency
Organizes and writes a case study report and
a plan for remecliation based on informa-
tion pert;n:ut to a child's reading per-
form:ince.

Criterion Behavior
Prepares two case study reports as a result
of experiences with personalized diagnostic
teaching.

Learning Experiences
Professional R. terences

Harris, 310-314 (sample format)
Dechart 1971, Chapter 9 (a case study and how to prepare one)
Cleland 1960 (Kress) 75-91 (sample case study)
Roswell and Natchez, Chapter 10 (illustrative case histories)
Trela and Becker, Case Studies in Reading, an annotated bibliography
Dechant (1968), 28-32 (learning and behavior checklist, also on file in resource room)
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Attend lecture on the preparation of case study reports.
Study a variety of p (Tared case studies to note format, style of writing, etc.
Refer to folder in the resource room on structures for writing case study reports.
Prepare case gut' .es under supervision.

General Competency 3: Follows a process of Personalized ongoing evaluation in de-
termining the reading difficulties of every disabled reader.

Specific Competency
Prepares, uses, and evaluates tools that can
be used for the wiping cv:thiation of read-
ing skills.

Criterion Behavior
Reports on the use of three instruments
before ,:olleagues and faculty member in
three of the following skill areas: word
attack, comprehension, oral reading, and
study skills.

Learning Experiences
Professional References

Smith (Target Series No. 4), 38-40, 46-47 (checklists for word attack, comprehension,
and study skills)

Harris, 172-174 (oral reading)
Examine "Barbe Reading Skills Checklist" (resource room).
View filmstrips on behavioral objectives as an aid for developing checklists.
Use checklists with children at field sites.

General Competency 4: Identifies materials that may be used for the treatment of
children with reading problems.

Specific Competency Criterion Behavior
Writes, designs, and constructs teacher-made
materials that may be used in the correction
of word-recognition difficulties.

Displays materials constructed such as tape
recordings, charts, pictures, games, manipu-
lative materials, simple stories using sight
words, and typewritten stories written by
pupils.

or
Reports on use of such materials in a teach-
ing situation.

Learning Experiences

Professional References
M. Mattleman, The Reading Teacher, 25 (February 1972) 424-429 (suggestions for

teacher-made materials)
j. Benbrook, "Criteria for Writing Informative Materials for Retarded Readers,"

Elementary School Journal, 56 (May 1956)
Workshop in which students learn how to construct a wide variety of materials.

Specific Competency
Writes, designs, and constructs teacher-
made materials that may be used in correct-
ing difficulties with comprehension and
with study skills.

Criterion Behavior
Displays materials constructed such as tape
recordings, charts, pictures, games, manipu-
lative materials, simple stories using sight
words, and typewritten stories written by
pupils.
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Learning Experiences
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Professional References
M. Mattleman, The Reading Teacher, 25 (February 1972) 424-429 (suggestions for

teacher-made materials)
J. Benbrook, "Critcala for Writing Informative Materials for Retarded Readers,"

Elementary School Journal, 56 (May 1956)
Workshop in which students learn how to construct a wide variet of materials.

Specific Competency Criterion Behavior
Evaluates commercial materials developc.' Reports the results of evaluation of differ-
for specific learning needs. cm types of commercial materials, e.g.,

SRA materials, basal reading series, listening
tapes.

Learning Experiences

Professional References
Cleland, 1960, Grose 121-133 (criteria for selecting materials for disabled readers)

Refer to folder containing prepared evaluation forms.
Materials for evaluation may be obtained from

1. Reading Lab Library
2. Carlow College Curriculum Library
3. Duquesne Curriculum Library
4. Hillman Film Library and Regional Instructional Materials Center (Room G2.0)
5. Schools Library of Western Pennsylvania (N-n-thsideBabcock Blvd.)
6. Field Sites

Specific Competency
Demonstrates familiarity with and admin-
isters two "formal" readability formulas:
Da le-Chall, Spache, Flesch, etc.

Criterion Behavior
Administers formulas and reports results
for three books that are representative of
three content areas. Compares to results of
simple readability formulas.

Learning Experiences

Professional References
Spache (Good Reading for Poor Readers), Spache Readability Formula (pages depend

on edition)
Scels and Dale, Readability and Reading, an annotated bibliography
Yoakam, Pitt Reading Conference (conference devoted to readability)

Examine readability formulas (available in resource room).
Participate in workshop.

Specific Competency Criterion Behavior
Understands the use of the doze technique Demonstrates knowledge and use of doze
as a measurement of readability, as a mea- technique in each of the situations listed.
sureinent of comprehension, and as an
instructional technique in sentence compre-
hension.
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Learning Experiences
Professional References

See ls and Dale, Readability and Reading: An Annotated Bibliography
E. Jongsma, The Cloze Procedure as A Teaching Technique

Refer to folder on "The Cloze Technique" by Paul Kazmierski in resource room.

Specific Competency Criterion Behaviors
Studies research
ability formulas
cedures. or

Presents findings to students at the pro-
fessional entry level.

on readability and read- Explains findings in the form of a research
and seeks improved pro- paper.

Learning Experiences

Professional References
Seels and Dale, Readability and Reading, an annotated bibliography
Spache, Good Reading for Poor Readers, Chapter 4

General Competency 5: Selects from a variety of methods and techniques those that are
appropriate for use with children.

Specific Competency Criterion Behavior
Establishes criteria for evaluating the effec- Gains approval by faculty member.
tiveness of a particular reading method or
program.

Learning Experiences

Professional References
Dechant 1968, 190 (brief description of methods used)
S. Rauch, "How to Evaluate a Reading Program," The Reading Teacher, 24 (Dec.

1970), 244-950.
Consult with reading faculty.

Specific Competency
Evaluates the effectiveness of a particular
reading method or of a program used with
students in given situations.

Criterion Behavior
Adequately investigates the effectiveness of
a particular approach with students at the
professional entry level or with classroom
teachers.

Learning Experiences

Refer to professional references from previous competency.

Specific Competency
Provides special activities for failure-ori-
ented and other negatively motivated pupils
that will stimulate their interests in read-
ing.

Criterion Behavior
Demonstrates motivation techniques in
three role playing situations or with two
groups of children.
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Learning Experiences

Professional References
Bond and Tinker, Chapter 17 (background information on interests)
Dechant 1968, 172-175 (suggested activities)

Knowledge of appropriate materials (refer to competencies on materials in the resource
module)

Classroom observation.
Demonstration lesson on videotape, "Motivating the Unwilling Learner."

Specific Competency
Designs instructional procedures that may
be used to detect and correct specific diffi-
culties with word recognition.

Criterion Behavior
Devises five exercises that can be used to
detect and/or correct specific problems with
word recognition.
Uses in a practical situation when appro-
priate.
Puts examples in resource file.

Learning Experiences

Professional References
Bond and Tinker, Chapter 12 (comprehensive)
Harris. Chapter 13 (background): 364-389 (correcting specific faults in word recogni-

tion)
Smith (Target Series No. 3), 58-60 (sample exercises and activities)
Roswell and Natchez, Chapter 5 (suggestions)
Ekwall (filled with concrete procedures)

Refer to the resource module on "Diagnostic Evaluation of Reading Progress." See
competencies listed under "Diagnoses specific defidencies in word analysis and recog-
nition skills."

Refer competencies on materials in resource module.
Participate in microteaching experiences.
Share sessions with colleagues.
Take a copy of "Suggested Games for Disabled Readers."

Specific Competency
Devises instructional techniques for de-
vdopiog woui meanings including the use
of context clues and the teaching of word
meanings through the systematic study of
words and the use of the dictionary.

Criterion Behavior
Prepares six lessons using different forms
of media (e.g., workbooks, tapes, filmstrips,
teacher-made tnaterials, etc.).
Uses in a practical situation when appro-
priate.
Puts examples in resource file.

Learning Experiences

Professional References
Bond and Tinker, 283-91 (description of techn:ques for developing word meaning)
Smith (Target Series No. 3), 60 (sample exercises)
Harris, 400-413 (methods of teaching vocabulary)
Ekwall (filled with concrete procedures)

Refer to competencies on materials in resource module.
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Participau! in microteaching experiences.
Share sessions with colleagues.

Specific Competency
Designs various types of exercises that may
be employed both for diagnosing lack of
sentence comprehension and for helping
individuals understand the relations be-
tween various parts of sentences and the
thought units within sentences.

Develops strategies that may be employed
both for diagnosing lack of paragraph
comprehension and for helping students to
recognize the role of each sentence in rela-
tion to the others.

Designs various types of exercises that may
be used for diagnosing and for teaching
the comprehension of the relation between
paragraphs.

MODULE EXAMPLES

Criterion Behavior
Prepares five exercises at different levels
of difficulty.
Uses in practical situations when appropri-
ate and puts examples in resource files.

or
Prepares instructional bulletin on the diag-
nosis and the treatment of comprehension
abilities.

or
Helps three teachers correct problems with
comprehension.

Learning Experiences

Professional References
Bond and Tinker, 291-297 (sentence comprehension); 297-299 (comprehension of

longer units)
Harris, 413-422 (suggested activities for reading in thought units)
Natchez (Robinson) 370-374 (key words in a sentence, key sentence in a paragraph,

main thought in a paragraph)
Ekwall (filled with good suggestions)

Refer to competencies on materials in the resource module.
Workshop on instructional bulletin preparation.

Specific Competency
Recognizes the bases for inappropriate di-
rectional orientation habits: orientational
confusions with words, transpositions Performs on test.
among words, faulty eye movements.

Criterion Behavior
Explains the concepts.

cr

Or
Does brief written report.

Learning Experiences

Professional References
Bond and Tinker, Chapter 13, "Treating Orientation Di!, culties"
Harris, 372-374 (reversal errors); 231-248 (lateral dominance)
Zintz, 56-63 (reversal errors)
R. A. Laurita, "Reversals: A Response to Frustrations?" The Reading Teacher, 25

(Oct. 1971), 45-51 (presents a new look at an old problem)
Lecture by an expert in the field.
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Specific Competency Criterion Behavior
Develops activities to diagnose and correct Prepares five lessons that may be used to
inappropriate orientation habits. correct different types of inappropriate

orientation habits. Uses in practical situa-
tion when appropriate.

Learning Experiences

Refer to professional references from previous competency.
Experiences with children at field sites and/or microteaching.
Consult with expert.

Specific Competency Criterion Behavior
Assesses the value of bibliotherapy in help- Prepares and defends a position paper on
ing solve children's reading problems. the value of bibliotherapy.

Or
Participates in a panel discussion at a pro-
fessional level.

or
Plans, implements, and reports on lessons
with three pupils.

Learning Experiences

Professional References
Spache, Good Reading for Poor Readers, Chapter 3 (good overview of bibliotherapy)
Natchez (Shrodes), 311-340 (the author describes the interrelationships between the

personality of the reader and the experiences portrayed in a book)
Riggs, Bibliotherapy; an annotated bibliography

Demonstration lesson on videotape.

General Competency 6: Recognizes the need to correct problems with rate of compre-
hension, study skills, and reading in the content areas.

Specific Competency Criterion Behavior
Relies upon teacher-made tests and other Demonstrates the use of informal proce-
informal procedures to determine the in- (lures for three content areas.
structional needs of disabled readers in
specific content areas.

Learning Experiences

Professional References
Bond and Tinker, 412-420 (diagnostic and instructional procedures)
Fay, Reading in the Content Fields, an annotated bibliography

View videotape on "Diagnostic Teaching: A Junior High School Math Lesson"
(available in the resource room).

Refer to the resource module on Diagnostic Evaluation of Reading Progress. See specific
competency, "Devises and administers tests of literal and interpretive reading in each
of the content fields" (p. 19).
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Specific Competency Criterion Behavior
Uses appropriate activities and materials to Prepares three lessons for each of three
develop specific content area and study content area subjects.
skills, i.e., multitexts, multilevel texts, pupil-
team activities, reading guides.

Learning Experiences

Professional References
Robinson and Rauch (Jenkinson) 75-87 (Social Studies); Mallinson 88.101 (Science):

(Muelder) 102-113 (Math)
I. E. Aaron, Journal of Reading, 8 (May 1965), 391-401 (Math)
Ekwall, 95.99 (skimming); 102-105 (dictionary skills); 106.109 (locating information)

Examine appropriate materials.
Lecture and discussion.

Specific Competency
Experiments with materials and techniques
for diagnosing ;ind improving rate of com-
prehension and for developing flexibility in
adjusting speed to materials and purposes.

Criterion Behavior
Reports on the design of a series of exercises
at different levels of difficulty that may be
used for these purposes.
Uses in a practical situation when appropri-
ate.
Reports on the value of these exercises.

Learning Experiences

Professional References
Smith (Target Series No. 3), 63 (sample exercises for comprehension rate)
Spache, Toward Better Reading, Chapter 15 (the machine approach)
Harris, 499-513 (describes various techniques)
Ekwall, 90-94 (activities for improving rate of comprehension)

Examine mechanical devices such as the Controlled Reader and SRA Reading Accelerator
and study feasibility of using such devices (discussion and workshop at Reading Lab
of Allegheny Community College).

Observe machines being used with children.
View demonstration lesson on videotape.

General Competency 7: Recognizes the needs of different types of handicapped children.
Specific Competency Criterion Rehavinr

Examines how psychotherapy and psycho.
therapeutic principles may underlie the in-
struction of those children who are emo-
tionally disturbed.

Establishes a rationale for adapting some
of these principles in teaching situations.
Defends this rationale.

Learning Experiences

Professional References
Dahlberg, Roswell, and Chall, "Psychotherapeutic Principles as Applied to Remedial

Reading," Elementary School Journal, 53 (1952), 211-217
Roswell and Natchez, Chapter 4 (psychotherapeutic principles)
Natchez (Arcieri and Margolis) 418-426 (description of various approaches)
Berkowitz and Rothman, "Remedial Reading for the Disturbed Child," The Clearing
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House, 30 (November 1955), 165.169 (special reading activities for the disturbed
child)

V. Axline, "Nomlirective Therapy for Poor Readers," Journal of Consulting Psychology
(Mardi-April 1947). 61-69 (definitely not outdated)

Interview or conference with guidance counselor or school psychologist.

Specific Competency Criterion Behavior
Shows familiarity with methods that may be Performs on test.
used with mentally retarded and dull-nor- or
mal children. Makes brief oral or written presentation.

Learning Experiences

Professional References

Bond and Tinker, 466-471 (Makes suggestions. Refer to readings recommended by
author.)

Dechant (1968), 162-166 (description of and suggestions for teaching)
Conduct interview or conference with specialist.
Observe demonstration lessons.
Handout on "The Slow Learner" in the resource room.

Specific Competency Criterion Behavior
Knows what adjustments should be made Prepares a list of recommendations.
in the classroom for those children who are or
visually handicapped. Assists three teachers who have such chil-

dren in their classrooms.

Learning Experiences

Professional References
Bond and Tinker, 480-482
E. Kirk. "The Future of Reading to partially Seeing Children," The Reading Teacher,

24 (December 1970), 195-202
Dechant, 1971 (Diskan) 204.219 (Eye problems. See glossary on pages 218-219.)

Lecture and discussion by expert in this area.

Specific. Competency Criterion Behavior
Reveals familiarity with the adjustments Gives oral or written presentation.
that should be made for children who have

hearing deficiency or who are partially
deaf

Learning Experiences

Professional Reference
Bond and Tinker, 482-484

Lecture anti discussion by expert in this area.
Conduct interview or conference with specialist.
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Specific Competency

MODULE EXAMPLES

Criterion Behavior

Notes special procedures that should be Gives oral or written presentation.
followed with children who have speech
defects.

Learn iaJg Experiences

Professional Reference

Bond and Tinker, 484-485
Lecture and discussion by expert in this area.
Conduct interview or conference with specialist.

Specific Competency

Considers the role of subtle learning dis-
abilities in the treatment of children with
special reading difficulties.

Criterion Behavior

Participates in a panel discussion on subtle
learning disabilities at a professional level.

or
Defends a position paper on dyslexia.

or
Establishes an operational definition of dys.
lexia with remedial implications.

Learning Experiences

Professional References

Harris, 202-208 (definition of dyslexia)
Natchez (Bryant), 397-403 (principles of special instruction for dyslexia)
Dechant, 1968, 177-180 (teaching methods)
Dechant, 1971, 136-144 (types of dyslexia and bibliography on page 144)
W. Rutherford, "What is Your DQ (Dyslexia Quotient)?" (informative questiop and

answer article, The Reading Teacher, 25 (Dec. 1971), 262-266
Nila B. Smith, 1969 (Botel, Schiffman, and Natchez) "Dyslexia: Is There Such a

Thing?" 357-391

Film on learning disabilities.

Lecture and discussion by specialist.

"Checklist of Subtle Learning Disabilities" in the resource room.

Specific Competency Criterion Behavior
Experiments with several special methods
that may be used in teaching children with
extreme reading difficulties: Fernald, Gill-
ingham, Monroe, etc.

Uses at least three of these approaches in
classrooms or laboratory.

Learning Experiences

Professional References
Bond and Tinker, 471-480 (Fernald, Monroe, and Gates)
Harris, 349-361 (word-recognition methods for severe readers)
Nila B. Smith, 1969 (Harris) 392-405 (Special theories for teaching reading: Delacato,

Kephart, etc.)
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Observe demonstration lessons in clinics.
View videotape on demonstration of Fernald and Gillingham methods.

General Competency 8: Involves the parent in the cooperative effort necessary to help
children with special reading difficulties.

Specific Competency Criterion Behavior

Designs a format for an initial parent con- Shares format with and obtains approval of
ference. faculty member.

Learning Experiences

Study prepared questionnaires, information forms, etc. (on file in the resource room).
React to videotape on "Simulated Parent Intake Conference."

Specific Competency Criterion Behavior
Conducts and evaluates initial conferences Conducts and/or supervises three real-life
with parents using prepared format. or simulated parent conferences. Evaluates

strengths and weaknesses of conferences.

Learning Experiences

Role playing with colleagues.
Observe and take part in simulations on videotape.

Specific Competency Criterion Behavior

Conducts ongoing conferences with parents Conducts and/or supervises reporting ses-
to share information and to give an honest, sions with three parents.
sincere appraisal of the learning situation.

Learning Experiences

Practice with colleagues.
Assistance by faculty members.

C%-nerel Competency 9: Contributes to the development of special facilities for children
with reading difficulties

Specific Competency Criterion Behavior
Establishes guidelines for the referral and Presents guidelines in the form of a paper
selection of children to a special reading or oral report.
center.

Learning Experiences

Professional References
C. Smith, Establishing Central Reading Clinics: The Administrator's Role, Target

Series No. 2
Conduct interviews and conferences with reading specialists and supervisors.
See folder on "Establishing Central Reading Clinics" in the resource room.
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WEEKLY REACTION FORM

MODULE EXAMPLES

Title of Module: Name

Week of

1. List specific competencies that were mastered this week. Describe experiences that led to the
attainment of each competency. Indicate the approximate number of hours of work required
to attain each competency.

2. List those competencies that were selected but not yet mastered. Describe experiences, if
any, that were attempted with each competency.

3. List specific competencies that you plan to work on during the coming week.

Comment on any or all of the following items:

(a) the content of the instructional module

(b) the adequacy of the operational guide

(c) the concept and feasibility of competency based teacher education in reading
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GUIDE FOR VIEWING VIDEOTAPE

"Motivating the Unwilling Reader"

MODULE EXAMPLES

The lesson on this videotape demonstrates how special activities for failure-oriented and other
negatively motivated pupils can stimulate their interests in reading. The tape was made at the
Falk School with children in the primary group.

1. What evidence i3 there that these children are reluctant to read?

2. What types of motivational technirrtes were used?

3. Were these techniques successful?

4. Do you feel that competition is a healthy approach to motivating children?

5. What is the difference between internal and external motivation?

6. What other types of reinforcement systems could work with children?

7. Other comments:
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GUIDE FOR VIEWING VIDEOTAPE

"Simulated Parent Intake Interview"

229

The purpose of this videotape is to develop an awareness of the structure and elements of an
initial conference. The experience of viewing this simulated conference should lead to the de-
sign of a format for a parent-intake interview.

1. Define the row; of the parent and interviewer in the conference.

2. Develop an outline of the basic structure of the interview, i.e., introduction, school history,
etc.

3. Develop a list of the questions that you would ask in a conference with a parent as a result
of viewing this videotape.

4. Comment on the techniques used by the interviewer to establish and maintain rapport with
the parent.

5. Do you feel that this was an effective initial parent intake interview?

6. Other comments:
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GU'DE FOR VIEWING VIDEOTAPE

"Diagnostic Teaching: A Junior High School Math Lesson"

Diagnostic teaching requires that the teacher continually examine and reexamine student prog-
ress and insure that children are taught at levels at which they can succeed. The brief lesson
on this videotape demonstrates the use of such an approach with a small group of junior high
school students.

1. Describe how the teacher informally examines and reexamines each student's progress
throughout the lesson.

2. Do you feel that this lesson is basically teacher centered, student centered, or student and
teacher centered? How does this approach affect the lesson?

3. Comment on the value and appropriateness of the questions asked by the teacher.

4. What do you feel was emphasized most in this lesson: math concepts, math facts, or math
procedures? Support your answer.

5. Other comments:
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QUESTIONNAIRE USED FOR FINAL EVALUATION OF PILOT STUDY

Check appropriate boxes:

Staff 0 Participant 0

Treatment of Special Reading Difficulties
Diagnostic Evaluation of Reading Progress 0

231

Directions:

Please be specific when answering questions and writing comments. Support your responses
with illustrations and examples. Use additional space if necessary.

Staff members are asked to comment on only those points c.msidered applicable.

I. Content and Structure of the Instructional Module
A. Does the content, for the most part, meet the purpose of this module?
B. Do the general competencies encompass the area under consideration?
C. Do specific competencies lead to the development of each general competency?
D. Are the specific competencies listed appropriately at the advanced level?

Are there any that should be listed at a higher or lower level of competency?
E. Were all of the criterion behaviors a realistic means of assessing the attainment of

each competency?
F. Comments:

Student Orientation and Management System
A. Were the group orientation sessions effective in terms of

1. introducing the concepts of the program and
2. providing sufficient directions to function in the program?

B. Were the individual preparticipation assessment conferences helpful in determining
competencies in relationship to the instructional module?

C. Did find the special topics presented to the group on Mondays appropriate, help-
ful, and sufficient?

D. Do you feel that the instructional materials available in the Hillman Library, the
resource room, and the University book store provided sufficient professional refer-
ences?

E. Were the field sites adequate in providing experiences for working with children?
F. Was there a satisfactory communication system estabI;shed between the participants

and the staff?
G. Comments:

III. As a result of your experiences, comment on the concept and feasibility of competency-
based teacher education in reading.

Name (optional)



"Fro Sage--

"Naturally, driver training can't be taught without an automobile,
so please pick one up at the bookstore. . . ."

Reproduced by permission of artist Tony Saltzman. From Phi Delta Kappa».

. . . to this mix of pressures and counterpressures the schools
respond by doing on any Tuesday just about what they did on
the previous Tuesday. . . The problems are left with the
teachers. Their proper leadersthe professional corps, the
guild, the gatekeepersexist only in name. There is no doc-
trine to unite them, no body of scholarship to legitimate them,
no long investment in the preparation for teaching to com-
mand their dedication. . . .

If better public education in better public schools is to be
provided . . . the whole enterprise of education will have to
be taken with greater seriousness. . . It can be done. The ques-
tion is how to set such change going at a sufficient depth and
on a sufficient scale to make a difference in the system as a
whole....

Harry S. Broudy
The Real World of the Public Schools
Harcourt Brace Jovanovich, 1972

QUALITY CONSIDERATIONS
IN TEACHER EDUCATION



Chapter Nineteen

Early and Frequent Experiences with Children

JOHN C. MANNING

The Commission strongly recommends that all teacher education programs in
reading provide for direct experiences with children early in the sequence and
frequently throughout the sequence. Practiced educators conclude that such first-
hand learning experiences are of major value even though evidence of greater
teaching competence cannot yet be documented statistically. This chapter will
provide recommendations for firsthand experiences in preservice preparation as
they relate both to attitude development and to skills development. Obviously
teachers who are involved with inservice programs already are working with
children.

Attitude Development

It would be unwise to suggest that all teachers' attitudes toward children are
formed during professional preparation years. More than likely, undergraduate
education students previously have established their own standards for acceptable
child behavior and have adopted various verbal strategies and emotional stances
for coping with undesirable behaviors. Perhaps the first distress of the student
teaching experience is the unpleasant discovery that many preconceived behavior
control strategies simply don't work. The point to be made is that undergraduates
come to teacher education programs with some long-term and well-established
notions about children and about the ways children learn.

Unfortunately, however, most undergraduates in education are unfamiliar with
child behaviors in modern school settings. And, it could be added, so are most
parents.

Attitudes Related to School Background

Many of the attitudes toward children, schools, and learning exhibited by
undergraduate education students are the direct results of prior schooling. If
earlier personal school experiences were highly structured and teacher directed,
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and if these experiences resulted in school successes, then, more than likely,
similarly structured procedures would be evident in the instructional protocols of
the beginning teacher. And a contrary case for unstructured or pupil-directed
school experiences could be made.

What seems clear is that one's own schooling, to a significant degree, -,ffects
subsequent classroom instructional behaviors and attendant attitudes toward
learning and children.

Teachers of teachers, therefore, are not providing early and frequent experi-
ences with children simply to develop wholesome teacher attitudes and sensitive
instructional skills. Indeed, in many instances, the major task of the professor is
to change the behaviors and attitudes of the undergraduate when such changes
appear in the best interest of that student and the children to be taught.

Attitudes Affected by Cultural Background

Undergraduate attitude, toward children and learning have been affected by
the attitudes of the college or university faculty; by existing public school attitudes
expressed by pupils, teachers, and administrators; and by prevailing community
attitudes expressed by parents and citizens. Another major factor affecting uuder-
graduate attitudes toward children in school-learning situations is the cultural
backgrounds of those undergraduate students. It is recognized that through ac-
culturation and assimilation many cultural values have been compromised and
some, lost; however, many cultural values clo remain. In certain cultures, a high
value is placed on education and the infallibility of the teacher is implied,
though not always evident. Other cultures place no value on public education and
have been legally sustained in their efforts to secure a home-community education
for their children. Obviously, such cultural backgrounds will significantly affect
the attitudes of undergraduate teacher candidates.

Another significant circumstance is religion, especially if the undergraduate's
formal education has been completed in a church-sponsored school. Graduates of
these schools often have similarly developed, definite attitudes relative to the
learning environment and to the roles of teachers and pupils in that environment
because the instructional practices and behavior-control procedures generally
reflect the religious tenets of the sponsoring church. (This statement does not
imply any criticism of such schools because obviously they serve the nation well.)

In summary, the undergraduate enrolled in a teacher-education program has
been affected by many people, institutions, and ideas. This student is, then, an
amalgam of prior experiences, personal attitudes, values, and goals. Because of
prior school experiences and a particular cultural background, the student has
evolved definite ideas about schools, about children's behavior in schools, and
about what children need to learn. Firsthand experiences by a young adult
working with children are necessary to offset any attitudes which are inap-
propriate.
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Understanding Emotional Behavior

It would be difficult to imagine an undergraduate desiring a career as a teacher
entering a preparation program without some extensive interest in and prior
involvement with children in other than school situations. These relatively
informal experiences, no doubt, significantly affect the attitudes of the under-
graduate toward the behaviors of children in group situations.

The undergraduate, through informal observation and reflection, probably
can observe a wide range of verbal behaviors and will conclude that the verbal
activities of children affect the various roles which individual children play
within the group. A wide range of individual emotional behaviors which affect
and condition the dynamics of the group will also be observed. Further observa-
tion will reveal distinct changes in the emotional and cognitive dynamics of the
group as individual behaviors are accepted or rejected by a recognizable, but not
a definable, group consensus.

Frequent firsthand experiences will help the student develop strategies for
curbing the aggressive or hostile child, perhaps by appeals to the child's sense
of fair play or by appropriate reinforcement. The student also may develop
sensitivities toward the child who is physically impaired, emotionally damaged,
economically distraught, or culturally different. And strategies can be developed
for including such children as active participants in group activities.

As a consequence of early experiences the undergraduate, upon entrance into
a professional preparation program, should have developed some sophisticated
competencies, both cognitive and affective, in dealing with individual children
within the group and with the group in play or in learning activity.

Experiences in Different Program Phases

Following is a somewhat extensive discussion of five components of a teacher-
education-program which provides early and frequent experiences with children.
It is tempting to be prescriptive here concerning the sequence and the duration
of those experiences. However, the realities of institutional restraints, of financial
and faculty resources, and of philosophical and pedagogical directions of existing
teacher-training programs all compromise any such ex cathedra notions.

Experiences With Children in the Introduction to Education

Almost universally accepted as a component of the total professional prepara-
tion is an introductory course which has various directions and nomenclatures.
Frequently, the content of this course consists of some activities in which the
teacher candidate comes into contact with children in settings outside the school.
Settlement houses, day care centers, youth organizations, and church-sponsored
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activities, for example, provide experiences for undergraduates. Generally,
though not always, these sponsoring agencies also provide some supervision of
the candidates' volunteer activities. Unfortunately, such experiences sometimes
are far too narrow and are too far removed from the realit:es of child behaviors
in school settings.

What seems needed is a more extensive and intensive experience involving at
least three social units: the school, the home, and the immediate neighborhood
or community.

It is difficult to detail a complete list of activities to be experienced, though
some are obvious. In school settings the undergraduate could assist in playground
or bus supervision, in the cafeteria, duru;g indoor play and formal physical
education programs, in hallway monitoring duties, and in caring for children
who become ill in school. The undergraduate could investigate the school and
neighborhood social life of a child exper:encing difficulty in school learning.
This latter, of course, is a natural extension of a school activity. All school
activities, exclusive of the instructional ones, could be planned to permit maximum
opportunity for undergraduates to participate meaningfully in the daily dynamics
of an elementary school.

In family situations, the possibilities for social interactions are more extensive
but perhaps more difficult to arrange. Accompanying mothers on shopping
trips with vigorous school age children and their younger siblings can provide
a revealing view of the strategies children employ to satisfy needs. Accompanying
a parent and child for a dental appointment can provide an enlightening view
of a child's emotional behavior. Recreational activities, such as family picnics or
birthday parties, or even a routine task like babysitting, provide ideal op-
portunities to study child behaviors in family surroundings. What is sought is a
clearer picture of child behaviors in home settings where the restraints of be-
haviors are determined by parental rather than school standards. Such knowledge,
it is hypothesized, would provide a better understanding regarding why children
behave as they do in school, and perhaps provide the undergraduate with
strategies to foster wholesome social and emotional development of pupils.

Care must be exerted regarding the selection of the schools, of the school
children, of the families, and, of course, of the community in which the first ex-
periences are obtained. Also, the intellectual and emotional timbre of the under-
graduate should be considered in making placements.

Inadvertently, we could provide opportunities with some children, parents,
and schools which would be so satisfactory as to be classified as antiseptic. On the
other hand, experiences could be extended which would be so emotionally,
culturally, and economically debilitating that the undergraduate might not be
able to place such circumstances in proper perspective. Perhaps, then, within
each classroom or school unit, certain individual children and families could be
identified to provide the undergraduate a wide range of experiences, both
pleasurable and emotionally taxing.

One word of caution. When teacher training personnel come into contact with
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social units such as families and communities, the representatives of those in-
stitutions need to exert great care and sensitivity concerning the behaviors of
those social units. People are as they are, and many do not want to be changed
by snoopy outsiders. In all matters such as these where people, feelings, values,
goals, and existing conditions interact, the responsibility for equanimity and
social tranquility clearly rests with the social institutions.

Experiences With Children Related to Psychology of Learning

A course in the psychology of learning (with a major emphasis on observation
of children) should also be included in the professional preparation sequence. The
course should analyze human learning behaviors to the extent that such behaviors
can be generalized and applied to classroom learning tasks.

Courses in the psychology of learning would be more effective in contributing
to the professional preparation of teachers if relationships between controlled
laboratory experimentation and school learning could be established. Or, at least,
the laboratory experimentation could be justified on the basis of some hypothe-
sized school objective.

There appears to be need for observations of children of various chronological
age levels and of various intellectual capacities while performing similar and
dissimilar learning tasks. These observations should be followed by analyses of
the complexity of the learning task and of the behaviors of the pupil in confront-
ing, succeeding at, or failing at that task. As teacher-education students observe
children struggling to learn, the necessity for teaching strategies becomes obvious.

What seems very desirable is a psychology of learning course which focuses on
the learning behaviors of children, utilizes procedures to analyze those behaviors
in term_ of task complexity, and provides opportunities for undergraduates to
interact with children in a wide variety of unstructured and controlled child-
learning situations.

Experiences in Observing Language Behaviors

The study of oral language development is critical to an understanding of
language readiness factors as these factors relate to beginning reading instruction.
Similarly vital is an understanding of the phonological and syntactical differ-
ences among various regional dialects of American English. In certain areas of
the nation to a greater or lesser degree, reading teachers must be aware of and
sensitive to language differences resulting from native language interferences,
cultural and ethnic differences, and language impoverishment. All such language
differences are readily distinguishable and need not be ultimate impediments to
learning to read the written English language.

There are many language development activities which could involve frequent
experiences with children. An analysis of the language differences (phonological,
morphological, and syntactical) among various language groups could be ac-
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cornplished through school and community interactions between undergraduates
and children. Taped storytelling episodes or play-talk experiences would prove
useful in determining specific differences among languages and in projecting
difficulties that might arise when graphemic relationships need to be established
in formal reading programs.

Language differences among children at various chronological ages similarly
could be studied to determine different levels of oral language readiness at various
levels in developmental reading programs.

The language development study proposed here, then, should include the
following phases:

1. The study of the oral and written systems of the English language and the
relationships between those two systems.

2. Developing phonetic transcription skills and interpretation skills with pho-
netic code systems.

3. Understandings of language differences gained through experiences with
children.

Inductive Experiences in Methods

Pivotal to the development of highly efficient reading teachers is the under-
graduate reading methods course. The reading methods course described here is
built upon extensive experimentation and evaluation and was first cited in the
literature by Durrell (1). Currently, such a course is taught by the Division of
Elementary Education, University of Minnesota, on an academic-quarter basis.
All activities of the course are conducted in the Minneapolis public schools. The
support of a school system and the use of public or private school facilities are
essential to the success of any course similar to the one detailed here.

The initial phase of the course includes intensive instruction in methods and
in materials for tutoring a child with a reading disability. While educators may
not agree that inexperienced undergraduate students should be used in instructing
pupils who are failing in reading, past experience concludes otherwise. Several
factors would support involvement of failing pupils in the undergraduate methods
course. Undergraduate students are highly motivated by the challenge of helping
a child with a reading disability. In addition, most classroom teachers and even
remedial specialists do not have the time for individual, one-hour tutoring sessions.
The failing child reacts favorably to individual attention; undergraduates, in
turn, invest significant preparation time for the tutoring sessions.

This initial six-hour phase is conducted by lecture and by demonstration
teaching. The content includes methods of reviewing vocabulary and reinforcing
skills, methods of conducting oral reading for instructional purposes, and pro-
cedures for integrating game activities into the tutoring sequence. As the work
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progresses, there is continuous effort to correlate all tutoring with the efforts of
the classroom teacher. All tutoring program content is taken directly from the
classroom reading program.

The tutoring sessions are of forty-minute duration followed by forty minutes of
critique, demonstration teaching, and lecturin,T, twice a week. Public school
pupils are assigned to thz. undergraduates on the basis of the undergraduates'
age-level preferences. Priority is given to those public school pupils in greatest
need of tutoring services as determined by the clasiroom teacher. The tutoring
sessions are conducted in the regular classroom whenever possible, and it is not
uncommon to have as many as four undergraduate tutors in one classroom.

The work of the undergraduates is closely supervised by the course instructor
and by graduate students at the master or doctorate levels. The specific instruc-
tional plans of the undergraduate are reviewed for all tutoring sessions, and on-
the-spot demonstration teaching by the graduate students or by the course
instructor is a daily occurrence. Following the tutoring sessions, frank discussion
is held regarding undergraduate performance. In large groups or in smaller
informal sessions, observed methodology is critically analyzed and alternative
techniques are specified.

As students gain experience, competence, and confidence, there is less need for
critical analysis; and at a later point in the course, developmental reading
methods are the major topics for study and discussion.

Concurrent with the initial tutoring efforts and continuing throughout the
course, readings on the theoretical aspects of reading instruction are assigned
with study guide questions. These readings are not generally discussed during
the course although, if serious questions arise, they could be. The undergraduate
is entirely responsible for the assigned readings aspect of the course, and periodic
assessments are made.

During the second half of the course, undergraduates are assigned small groups
of children. The group assigned to an undergraduate is generally the classroom
reading group in which the tutored pupil is placed. At this point, the reading
curriculum used by the classroom teacher is followed by the undergraduate. This
procedure assures a sequential and correlated reading program for the pupils.
As a part of the daily plan, the undergraduate prepares a ten-minute independent
practice activity for his group; and while pupils use the independent materials,
the university student discusses plans for a subsequent lesson with the classroom
teacher.

As with the tutoring sessions, the classroom group experiences are closely
supervised. Specific methodologies and practices are outlined by the course in-
structors and then practiced under observation by the undergraduates.

A highly sophisticated methods bank is available for independent study by the
undergraduates. This methods bank is comprised of reading curriculum materials
and accompanying magnetic tapes. These tapes direct the stud :nt through various
skill sequences contained in teachers' manuals. The tapes also include specific
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directions for alternative methods, and actual classroom materials are included
in each instructional kit. The instructional kits correspond to the various levels
of developmental reading programs.

In addition to the self-pacing instructional kits, videotapes of demonstration
lessons using various curriculum materials are available. The purpose of the
methods bank is to provide immediate and continuing instructional assistance to
undergraduates during the methods course on an as-needed basis.

In summary, the undergraduate reading methods course described here has
at least four identifiable components. The first is development of understanding
of the reading process and of the general field of reading instruction obtained
through directed readings, through the use of detailed study guides, and through
periodic assessments of undergraduate progress.

The second component is more practical and pragmatic. Through lecture and
demonstration teaching, undergraduates are provided eclectic instructional tech-
niques which are not peculiar to any one reading program but are adaptable to
all. Third, the student is regularly involved with pupils. Through closely
supervised tutoring and group instructional experiences, the undergraduate is
provided an opportunity to test immediately the efficiency of the proposed
methodologies and to determine the extent to which such techniques are com-
patible with his own evolving teaching styles. He can learn how children respond
to different approaches and how differently they progress.

The last component of the methods course involves the individualized use of a
methods hank of curriculum and instructional materials, magnetic and video-
tapes, and other electronic equipment to broaden one's knowledge of alternative
techniques.

Professional Internship

The capstone of the u.ndergraduate professional preparation sequence can he
a year's internship program in the public schools, accomplished either in the
senior undergraduate year in place of the student teaching experience or in a
fifth year.

The internship year should include at least four types of public school ex-
periences:

1. Observation of classroom instruction and participation in group-learning
activities.

2. Development of instructional materials to intensify or reinforce pupil-learn-
ing activities.

3. Teaching under direct observation followed by participation in institutional
critiques.

4. Longer teaching experiences with university supervision.
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Presently, too many student teaching programs are confined to one or two
classroom situations. Proposed here is a series of experiences during which a wide
range of instructional competencies, teaching styles, and behavior modification
strategies could be observed. Encouraged also is undergraduate participation in
instructional tasks for groups of children at various chronological age levels and
at various levels of achievement. These activities should be coordinated by a
public school master teacher who is solely responsible for the supervision of the
public school activities of undergraduates.

The master teacher/supervisor should be chosen jointly by the public school
and the teacher-training institution, with the latter assuming all financial responsi-
bilities. However, in some instances, where the number of undergraduates to be
supervised is small, shared financial responsibility could be determined.

There is a prevailing point of view that dichotomizes student supervision
responsibilities between college and public school and in all too many instances
presents the undergraduate with conflicting values and methodological alterna-
tives. That such values and alternatives exist is not at issue. What is debilitating
to the undergraduate is that often a choice has to be made which compromises
the already tenuous position of the undergraduate in the public school setting.

Another major impediment to highly efficient classroom service to children is
the paucity of instructional materials which involve all pupils in meaningful
individualized learning activities. There is a significant difference between
curriculum materials which basically contain a content of skills or concepts to
be acquired and instructional materials which assist the learner in acquiring
that content. Considerable time during the internship year should be devoted to
the preparation, classroom trial, and evaluation of these needed instructional
materials.

At a point determined by the master teacher/supervisor, the undergraduate
should assume full responsibility for a classroom instructional program in reading.
This teaching should be done initially under the observation of the master
teacher with ample time provided following the instructional sessions for critique
and planning. These undergraduate teaching experiences should in no way
relieve the certified classroom teacher of overall responsibility for the ongoing
reading curriculum.

Gradually, and if appropriate. the observed teaching sessions would be re-
duced and finally replaced by supervised teaching experiences, a process which
implies less frequent observations of shorter duration.

Both the teaching under observation and the supervised teaching experiences
could be conducted in a number of classrooms at various chronological and
achievement levels. This plan would not preclude a decision to spend more time
in one classroom to develop a longer sequence of instruction. In this case, a shared
supervisory responsibility between classroom teacher and the master teacher/
supervisor should be effected.
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Summary

Much controversy surrounds the professional education of teachers. Recent
and past surveys of teachers in service have revealed quite negative attitudes
concerning the adequacy of their own professional preparation programs. State
legislatures vacillate in the direction and sequence of certification programs, and
academicians traditionally have downgraded the college of education.

We have barely begun the very difficult task of developing a discipline of
teaching, a science of teaching, if you will, which has its feet planted firmly on
technical competence. There remains, in spite of improvements in teacher educa-
tion programing, an alarming lack of instructional expertise in classroom diag-
nostic teaching. Much of this is the obvious result of inadequate undergraduate
experiences.

There appears to be a critical need for greater utilization of public school
personnel and facilities in reading methods blocks and in other experiences in
the teacher education program. Undergraduate professional preparation at pres-
ent is too isolated from the realities of public school problems. Cooperative ven-
tures between campus and school are needed if meaningful experiences for
students entering the teaching profession are to be developed.

Much greater use of demonstration teaching and critique should be encouraged
in all methods phases of teacher-education programing. Almost universally, pro-
posed reading methods are never put to the test of books and children, and
methodology is often studied as history. Clearly, if formal instruction has any
relation to learning, such instruction should be applicable in real school situations
in which future teachers work directly with children.

Colleges and schools of education need to address themselves vigorously to
the major problems of reading instruction which exist in the schools. By con-
fronting critical problems in the schools, by testing hypotheses and directions,
becoming involved in distressing curriculum and methodological decisions, by
sharing instructional successes and failures, perhaps we all can learn. And, per-
haps, out of this involvement will develop teachers who are so highly skilled
in the diagnostic teaching of reading that educators will earn a new degree of
marked respect from the public they serve.
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Chapter Twenty

Demonstrations of School-Site

Involvement Procedures

CONRAD SEAMEN AND ROBERT B. RUDDELL

The tiresome debate over whether firsthand experiences for teacher education
should be provided in campus laboratory schools or in public schools often is based
on concerns related to budget distributions and administrative power instead of
being based on concerns for program quality. If our first aim is excellence of teacher
performance and if we subscribe to the view that preparation at the truly pro-
fessional level includes laboratory experiences, clinical teaching, and internship
teaching, then we shall agree that students need experiences in both the controlled
environment of the campus laboratory learning center and in the public or private
schools.

The campus school is conveniently located, has the freedom to innovate without
community repercussions, and has a faculty that is specially qualified, oriented
toward teacher education, and professionally dedicated. The campus school can,
therefore, provide certain carefully planned and closely supervised experiences which
even the best public schools usually are unable to offer. In the .campus center the
students can see the most advanced practices demonstrated, and they can test
themselves and their theories through sequences of brief laboratory experiences on
the individual steps in the teaching-learning processes. Later, in public schools they
can "put it all together" while experiencing some of the hard knocks of rugged
reality and learning to cope with and adapt to divergent situations.

In this chapter, Seamen, who serves both as a methods course instructor and as a
demonstration teacher, describes firsthand experiences in a campus laboratory school.
Ruddell, a university professor of reading education and a leader in inservice
education programs, describes an experiment in providing preservice and inservice
education experiences in a public school which works cooperatively with a university.
The research component in this public school experiment makes it especially notable,
even though that phase cannot be explained here.Editors

Part 1: Involvement Experiences in a Campus School

CCNRAD SEAMEN

A little more than a decade ago, while schools of education were frantically
trying to supply the nation's increasing demand for teachers, American industry
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and the Madison Avenue medicine men got together and decided to cure the
reading maladies in the schools. The reformers peddled slick hardware, quickie
cures, and miracle methods with a hard-sell that convinced the public, some
professionals, and many beginning teachers to buy an easy ride to reading success
in the classroom. The beginning teachers were, perhaps, most susceptible to the
enticing blandishments of ad men and industrial public relations programs.
Having been a passive participant in traditional methods courses and having
had a minimal period of actual experience with children, these teachers could
hardly be expected to resist buying a ticket to instant success!

Despite the tinsel, the success-or-failure scene in the 1960s looked all too fami-
liar to the practiced eyes of many educational leaders. The problems of the
reluctant reader, the learning disabled, the linguistically different, and the
economically disadvantaged still littered the landscape. The most able readers
and the troubled problem readers still were performing identical tasks at the
same pace in most classrooms. Beginning teachers were pouring into the schools
ill equipped to cope with the wide range of reading abilities they encountered,
and educational leaders were worried about the eventual outcomes. The naivete
of expecting innovative materials and superficially learned methods to result in
effective reading instruction was increasingly obvious, but preprofessionals seldom
were given opportunities to try out different teaching techniques, to evaluate
different materials, or to test their own competencies until they engaged in
student teachingthe point of no return in their preparation programs.

Five years ago, being aware of these concerns, several faculty members at the
Falk Laboratory School, University of Pittsburgh, set out to discover, implement.
and test modifications in teacher-education practices which might be more effec-
tive. Wanting to know the recommendations of those people most involved
in reading instruction, they asked student teachers, inservice teachers, zuhnin-
istzative-supervisory personnel, and professors of education, "How can the prep-
aration of teachers be drastically improved so that all children have the
opportunities to become good readers?" The responses, not unpredictably. were
quite similar:

1. Student teachers said they needed to get into the schools sooner and work
with children much earlier.

2. Inservice teachers felt that methods courses would have been more valuable
they had involved children instead of studying without application.

3. Supervisory workers suggested that preprofessionals spend more time in
the classrooms of superior teachers. They felt an indepth knowledge of a
flexible, personalized learning environment would help students develop
professional attitudes and a true concern for the improvement of children's
education.

4. Focusing on direct involve- ent, professors of education asked that their
students be placed in situations where the classroom teachers would imple-
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ment competency-based course objectives and provide student:, with the
opportunity to work with children at every stage of learning.

Clearly, the main thrust of these remarks was that students preparing for
teaching need much more direct involvement with children, high quality ex-
periences in learning methods, and superior supervision in their training.

In order to improve upon prior student experiences, the Falk School team
decided, in cooperation with a few professors from the departments of Elementary
Education and Reading-Language Arts, to experiment with certain methods
course improvements on the campus school site. To establish quality control with
consistent supervision and evaluation, the team attempted to articulate methods
course objectives more precisely with participation experiences in flexible, per-
sonalized, professional development activities at four levels: 1) introductory
experiences, 2) laboratory experiences, 3) clinical teaching experiences, and
4) internship experiences. Successes with these efforts to provide real professional
education during the five-year period make it possible to recommend some of
the following practices for consideration elsewhere.

Introduction to Personalized Teaching

In the sophomore year, before entering the school of education, some students
were permitted to register for Introduction to Personalized Teachingan indi-
vidual tutoring experience offered under the direction of a master teacher. This
course was planned to give the ...udent an informal introduction to children's
communication processes and to the related learning processes. Laboratory work
with one or two children throughout the term provided opportunities for induc-
tive learning at an introductory level of principles related to individual diagnosis,
individual learning styles, instructional planning, and techniques of teaching
different types of reading and language skills.

During his supervised work in this course, the student carried out activities
such as the following:

1. Observed specific types of lessons taught by the master teachers and learned
to relate the teaching of communications skills to specific learning theories
through analytical discussions of objectives, procedures, and pupil responses.

2. Analyzed a child's difficulties by assessing background information and
using simple diagnostic techniques.

3. Built an appropriate program to develop the child's communication skills,
giving particular attention to the child's attention span, preferred learning
modality, and rate of learning.

4. Selected or prepared appropriate materials, activities, and experiences to
carry out the learning program and involve the child purposefully.

5. Kept a log of his activities and synthesized his notes as an informal case
study on the child.
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Questions may arise concerning the professional ethics of permitting an
untrained novice to tutor individual children. However, it must be recognized
that while a novice would not be prepared to work effectively with groups,
almost any intelligent person can be of some real help to the individual child.

Through these firsthand experiences the college sophomore can discover some
of the learning difficulties children have, the detailed knowledge of skills which
is required for competent teaching, and why instruction must be differentiated
instead of dished out en masse. Early experiences can transform the student from
the usual passive pedant into an excited, seeking learner in future methods and
psychology courses. These experiences also can help the student reassess the
appropriateness of his career selection, allowing him ample time for a change
before he has made further investments of time and money.

Laboratory Experiences in a Methods Course

An introductory course in reading and language arts, taught in the campus
school during the junior year, made possible the immediate testing and applica-
tion of instructional techniques while working with small groups of children
in the classroom environment. This was one of five methods courses taught con-
currently, and students spent their mornings or afternoons in the classrooms
trying out different techniques that were Introduced in the courses. Each student
was encouraged to learn through experimentation which methods -acre most suc-
cessful for him while attempting to utilize sound principles of instruction.

In his daily work with small groups the student:

1. Administered an individual reading inventory and used his findings to plan
instructional objectives for small groups.

2. Demonstrated an understanding of linguistic principles by planning and
teaching inductive lessons in three aspects of language structure: phonemes,
morphemes, and syntax.

3. Stated specific objectives for teaching word-attack and study skills and
planned lessons that could be incorporated into the cooperating teacher's
unit plans.

4. Demonstrated an understanding cf the comprehension construct by develop-
ing lessons that involved analysis of meaning, synthesis, generalization, and
the acquisition of information.

5. Developed techniques to obtain vigorous pupil involvement by using ap-
propriate teacher-made and commercial materials.

6 Developed literary appreciation along with listening, speaking, and writing
skills by guiding children's participation in oral reading, choral reading,
creative dramatics, puppetry, playwriting, or role playing.

Through this set of firsthand experiences, the student obtained an overview
of the specific reading and language skills in the curriculum, learned how to
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organize groups for personalized teaching, and discovered the values of different
instructional approaches.

Clinical Teaching: Student Teaching

While laboratory experiences give the student an opportunity to test different
approaches and techniques that are recommended to him, clinical teaching gives
the student responsibility for planning sequences of lessons which produce
definite learning outcomes. Clinical teaching is closely supervised by a master
teacher, and the student is helped to analyze his practices in detail to determine
why some instructional efforts are more successful than others.

In the Falk School pilot experiments, most students at the student teaching
level were ready for a clinical experience. During the student teaching block,
two methods courses were offered so that students could continue to put into
immediate prat.tice certain teaching principles that they were learning. A special
effort was made to coordinate the course study, the student teaching, and the
evaluation of teaching competency. In order to fulfill this effort, the faculty
developed a brief list of instructional tasks, representing teaching competencies,
for the weekly student teaching requirements. The weekly tasks focused upon a
particular theme, and during the two methods-class sessions during any week,
the students were given an opportunity to learn what they needed to know in
older to carry out the teaching tasks assigned for that week. The cooperating
master teacher with whom each student worked observed the student's per-
formance in fulfilling each of the tasks and noted the level of his competency.
In the final evaluation of the student's work in the reading-language arts course,
half of the grade was based on knowledge competencies demonstrated in class
discussions and quizzes, and half was based upon the performance competencies
that had been demonstrated in the classroom.

A few examples of the competencies that the student was expected to demon-
strate in the classroom are the following:

1. Demonstrate skill in the diagnostic teaching of reading by utilizing informa-
tion from records and evaluations to group the class three ways: power
groups [or developmental instruction, rotating skills refinement groups, and
activity groups having different memberships for pleasure reading, projects,
and enrichment.

2. Select a unit theme that draws upon all four of the language arts and relates
to current concerns, educational needs, and available materials.

3. State unit outcomes in behavioral terms in several phases of the communica-
tions curriculum.

4. Evaluate and select a variety of materials, plan a unit project, involve chil-
dren in pupil-teacher planning, and plan realistically for personalized
teaching within the frame of the unit.

5. Accept the language habits of the linguistically different and gently assist
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them to learn English patterns and constructive attitudes that will help
them succeed socially and vocationally in other situations.

6. Survey and use five informal and formal instruments and techniques that
are appropiate for diagnostic pre-assessment and post-assessment of reading
and language skills growth.

7. Locate and utilize ideas in appropriate references on how to help overcome
the disadvantages caused by subtle learning disabilities or perceptual-
motor problems.

During this clinical teaching experie -ce the student not only learned a great
deal about the curriculum in reading and language arts but he also learned how
to organize the classroom and how to utilize time, techniques, and materials for
personalized diagnostic teaching. This culmination of his undergraduate pro-
fessional preparation usually was found to be personally rewarding and also
assured the capable student of maximum success in his future on the job. On
formal evaluation checklists most students reacted appreciatively to these op-
portunities to learn and test many professional competencies. It was only the
rare individual who seemed ro prefer to obtain easy credits instead of professional
competencies and who objected to the requirements for professional performance
that were placed upon him.

Internship Experiences at the Graduate Level

The space and facilities at Falk School are too limited to make it possible
to offer regular internship teaching experiences at the graduate level. However,
internship experiences are provided for a few graduate students in two phases of
reading-language artscurriculum development and research. Here, individuals
contract to work with selected faculty members and with a small research staff to
obtain competencies such as the following:

1. Sequencing of curricular objectives and activities for nongraded curriculum
according to research findings and accepted practice.

2. Writing curriculum materials of selected types, following recommended
procedures in stating objectives, and having learning experiences, instruc-
tional rescurces, and evaluative iediniques.

3. Demonstrating leadership traits that research and experience have proved
to be useful.

4. Accepting and performing effectively in membership and leadership roles
while working with faculty groups, demonstrating leadership traits that
research and experience have proved to be valuable in certain situations,
articulating problems for research in reading and language, planning pro-
cedures for attacking the problems, and initiating appropriate actions.

5. Participating constructively in selected phases of team efforts to solve prob-
lems through several types of informal and formal research.
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6. Constructing diagnostic progress assessment instruments and other types of
measurement tools that are needed for the improvement of personalized
teaching practices.

Conclusions

Faculty members have felt that the teaching of methods courses along with
doing daily demonstration teaching makes a heavy load. However, teachers have
received so much professional reinforcement from the appreciative comments of
the participants that most have been willing to continue to provide the necessary
input into phases of the program that are being continued. They have indicated
that one particular value of these experiences in teacher education is that
students' time is utilized fully and profitably, but no additional time in the
calendar year is required in order to add rich experiences.

Through formal evaluation questionnaires and informal comments students
who have had these opportunities to be involved with children and operational
'functions at Falk School have indicated great satisfaction and enthusiasm. After
taking regular faculty positions or going on to other study experiences, many of
the participants from the Falk School programs have returned to express their
appreciation and state the advantages which they are reaping from their labora-
tory, clinical, or internship activities in the school.

Elsewhere, many of the teachers who were preprofessionals during the sixties
realize now that the easy ride they enjoyed then was over the ill-tended rails
of a poor roadbed. Unfortunately, as we progress through the seventies, all the
signals suggest that significant program changes must be adopted in institutions
far and wide. The pages of research findings speak eloquently, saying that the
teacher is the crucial variable which affects the child's reading success. Is it not
time to make sure that future professionals are competent in teaching before
they take over their own classrooms?

Part 2: Preservice and Inservice Education Experiences in a
Cooperating Public School

ROBERT B. RUDDELL

Project DELTA at Berkeley, California, had inservice education as its main aim,
with preservice education and the initiation of several types of closely related
educational research as concomitant aims. The inservice education focused on
five strands of learning which might be considered as competency-development
modules. A strand leader was employed to take inservice leadership for each
strand. Teachers in a public school which cooperates with the university in
teacher education were given an opportunity to choose the strand in which they
would like to improve their competencies, and they were divided into five
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groups for this professional study. Halfway through the year, they were en-
couraged to change strands in order to advance their knowledge and skills in
a second phase of the teaching of reading and language.

The pages which follow are extracted from the lengthy report on the project
written by Robert D. Ruddell and Arthur C. Williams and entitled A Research
Investigation of a Literary Teaching Model: Project DELTA (U.S. Department
of Health, Education, and Welfare, Office of Education, EPDA Project No.
005262, 1972). For the sake of brevity, all points related to the extensive research
components of the project are omitted, and those points related to the profes-
sional education components are drastically condensed.

Brief Overview of the Project

Project DELTA was one of the five new, innovative reading-language program,
funded in 1970-1971 by the U.S. Office of Education. The basic premise (:);' the
project was that the most significant agent for educational change is the classroom
teacher who must assume the final instructional responsibility for implementing
the curriculum and for assimilating new methods and technological developments
into the educational system. Additionally, it was assumed that reading-language
achievement gains stemming from Project DELTA would result from the develop-
ment of instructional and performance strands compatible with the individual
child's needs within the context of his school, home, and community.

The essential function of the project was to design and develop a teacher-
training model focusing on the needs of a wide range of pupils with specific
elitphas;s oi, the. intercity childa triodeL.Atif,h could then he transferred to
other primary schools in a similar urban setting. Preservice teacher training in
reading-language development was also within the model design and was to be
developed on the site. In conjunction with the teachers at Washington Ele-
mentary School (Berkeley, California), the project staff developed the five strands
of the model: 1) oral and written language, 2) literature and self-concept, 3) com-
prehension and critical thinking, 4) decoding, and 5) parent participation. The
research dcsig,-. of Project DFI.TA was considered basic in examining the impact of
the model on pupil achievement. This research development aspect is of particu-
lar interest because newly designed instruments and stimulus situations were
used in conjunction with pre/post measurement on selected standardized tests.

Stages of the Project

From inception to conclusion, Project DELTA moved through a precise series
of stages which have been indicated below to provide the reader with an overview
of the project's development.

April, May, and June 1970: Initial project preplanning with a limited staff. Dur-
ing this stage the general direction of the project was formulated, new
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instruments were designed, and initial contact was made with teachers and
administrators to be involved during the following year. A videotape was
developed with each teacher using a specified literature selection for the
purpose of describing teacher questioning levels and strategies.

July, August, and September 1970: Intensive preplanning during which the total
DELTA staff formulated the general scope of the project strands, reacted to the
initial project design, and formalized project goals and objectives.

Late August and Early September 1970: Three-week summer institute for partici-
pating teachers, who worked with consultant speakers on reading and language
instruction.

September 1970-January 1971: Teacher participation in first strand. During this
stage each teacher remained within a single strand and participated in weekly
seminar meetings (strand development) on the basis of individual interest.

October 1970: Pretests of children and initial oral interviews of the selected
sample at each grade level.

Late January 1971: Teacher and staff-conducted workshops presenting strand
information and materials to total staff.

February-June 1971: Teacher participation in second strand. For this series of
weekly seminars, all teachers were required to shift to a different strand.

May 1971: Post-tests of children, second oral interview of selected sample, and
videotape of each teacher conducting a specified lesson.

Mid June 1971: Final institute, workshops, and evaluation of the project.

Design of the Program

The formal program was developed in accordance with two fundamental
criteria: first, that components of the program be relevant to the needs of the
school population (students, teachers, community) and, second, that each com-
ponent have potential transfer value for use in a similar urban primary school
setting. The major components of the formal program consisted of 1) knowledge
and information derived from other academic disciplines, 2) formulation and
organization of curriculum and learning environment, and 3) performance com-
petencies of classroom teachers.

Knowledge and Competency Component Guidelines

As a result of examining academic disciplines, the following areas received
special emphasis in developing the training model.

I. The study of basic language concepts holding implications for under-
standing children's language growth and development (linguistics, psycho-
linguistics).
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2. The study of the interrelationship between the oral language system and
the written language system (linguistics).

S. The examination of syntactical elements producing distinct meaning
changes within and across sentences (linguistics, psycholinguistics).

4. The study of dialect differences of significant value in reading-language
instruction for teachers and children speaking standard and nonstandard
English respectively (sociolinguistics).

5. The study of concept development and thinking strategies (psychology,
psycholinguistics).

6. The examination of oral and written expressive forms through children's
literature and through analysis of samples of children's oral and written
expression (arts of expression, linguistics).

7. The study of socioetlinic variables and school and community relationships
(sociology, social psychology, sociolinguistics).

To formulate instructional concepts and objectives designed to meet the needs
of individual students and to apply background knowledge to develop various
components of the reading-language curriculum, guideline questions such as the
following were used to stimulate discussion by the teachers participating in the
program:

What reading-language abilities and attitudes should be developed in the
schools? In a specific classroom? With a particular child?

How can specific learning experiences be organized to result in maximum
achievement as well as maximum positive attitudes toward a reading-language
program?

efg vai-13tr,<,:cgacts of cf.s.rnrnunication .1,01Q development be sequenced
and integrated for maximum achievement and attitudinal results?

What teaching methods and techniques are of greatest value in developing
specified reading-language abilities and attitudes?

What resources (personnel, evaluation instruments, materials) are necessary
for achieving the desired results?

One phase of the projectin seminars and in strand developmentwas
designed to help teachers either acquire or improve upon competencies in the
following areas:

1. The abilic; to assess language maturity in oral and written expression and
utilize the information obtained as the basis for the reading-language
program. Special provision was made for developing evaluative competence
by devising functional observational scales for oral and written expression.

2. The ability to assess critical thinking skills and to use the resulting informa-
tion to formulate a program for developing reading and listening compre-
hension skills. The training model focused on this factor by helping teachers
undczsiand a) the formulation of factual, interpretive, and applicative
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questions and b) the appropriate use of questioning strategies in the read-
ing-language curriculum.

3. The ability to assess decoding (word attack) and spelling ability and to use
the resulting information in designing instructional approaches leading to
independent decoding and spelling abilities. The training model provided
for the development of generalizations accounting for letter-sound and
letter-pattern/sound-pattern relationships, the use of structural analysis in
decoding and spelling, and the use of meaning clues as an aid to decoding.
Attention was also given to the sequencing of decoding skills as related to
individual variation in the classroom.

4. An understanding of children's literature to a) develop motivation, interest,
self-reflection, and understanding and b) to account for children's interests,
conceptual development, personal adjustment, and reading achievement
level. Also stressed was the importance of story telling and story reading by
the teacher and by youngsters in the classroom.

5. The ability to organize and administer the classroom instructional program
to provide for individual achievement variationsaspects such as multi-
aged grouping, homogeneous grouping, and classroom organization plans
ranging from complete individualization tc, ability and interest grouping.

6. An understanding of child-parent and child-community interaction as re-
lated to the reading-language program, providing for improved understand-
ing of cultural and ethnic variation within the school community. The
development of school-community interaction with an emphasis on under-
standing and respect for parents and an acceptance of their involvement in
school activities.

Col:ccting Date Abfy...lt the Process

The data of the study were collected by the following techniques: 1) weekly
logs recorded by strand leaders, assistant director, and director; 2) audiotape
recordings of weekly seminars; 3) videotape recordings of classroom instruction,
workshops, and seminars; 4) detailed notes based on weekly seminars recorded by
assistant director and director; 5) observations of classroom instruction recorded
by the DELTA staff working with the Washington School teaching staff; and 6)
observations by the project director of the DELTA staff working with the Washing-
ton School teaching staff. These data were collected primarily to provide a de-
tailed description of the process used in developing the DELTA inservice model.
Key guide questions were formulated in order to search the description for
conclusions and recommendations which might be helpful in developing and
implementing future inservice and preservice teacher-training models.

Developing and Implementing the Project Strands

In developing the five inservice education sit ands, a broad overlap existed.
There were preplanning meetings during the summer; institute phases were
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designed to provide stimulation and information for each strand; and initial
confrontations occurred between the project staff and the teaching staff regarding
the degree of predesigned structure the teacher felt was being imposed by the
DELTA staff. Given this broad overlap of process, we can now examine one strand
as an example of how each was developed.

The oral and written language strand emphasized six aspects of the child's
linguistic behavior.

1. Quality of thought: originality, imagination, intellectual curiosity, and use
of relevant information.

2. Organization of expression: use of language to introduce, develop, and con-
clude ideas; sensitivity to audience as indicated by sequencing and relation-
ship of ideas.

3. Qua lity and control of language: range and precision of vocabulary, knowl-
edge of concepts, and diversification of both sentence pattern and inner-
sentence style.

4. Fluency of language: quality of language and the appropriateness of that
quality for the desired purpose.

5. Personal response to language: the pleasure and enjoyment derived from
using language.

6. Technical skills: style switch, inflection, articulation, usage, and punctua-
tion.

An observational scale for evaluating oral language development was devised
in order to eliminate dependence on the expensive process of recording, tran-
scribing, and analyzing individual oral interviews.

In developing the oral and written language strand, oral language (together
with its counterpart, listening) was viewed as a primary cognitive-linguistic
operation. Written language was viewed as a secondary cognitive-linguistic
operation since research indicates that the ability to become an effective writer is
closely related to oral language ability. Thus, if oral language is viewed as
primary and written language as secondary, then the school should give
preferential emphasis to oral language. In other words, as the base for all other
language operations, oral language should be developed in a meaningful and
effective curriculum; written language, on the other hand, would follow and
complement the oral language curriculum.

The overall goal for each strand should be interrelated with every other strand
in order to produce one reading-language program. Briefly, the oral and written
language strand related to the other strands in the following ways:

Relation to Decoding. Children's stories, first spoken and then written, pro-
vided substance for decoding skills. Words from the stories would be used for
phonetic analysis, structural analysis, and analysis of other components.

Relation to Comprehension and Critical Thinking. Children's oral and written
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stories furnished a base for developing questioning strategies at the factual,
interpretive, and applicative levels.
Relation to Literature and Self-Concept. Because a viable program in Dial and
written language depends upon the rich language input of literature, the re-
lation between these strands seems self-evident. In addition, accepting the
child's language as the instructional base fosters the child's positive self-image.
Relation to Parent Participation. Awareness of the impact of the home upon
the language of child indicates that school and home should relate more closely.
Project DELTA foresaw that parents would act as scribes for their children's
stories, would read ;_TIttfrPgring and exciting literature, would engage in con-
versations, would play word games, etc.

During the initial strand formulation, the project staff engaged in a series of
meetings somewhat analagous to meetings of a psychological encounter group.
Some DELTA staff members were viewed as child centered, and these members
insisted that all curricula be so based; others were viewed as basic-skills cen-
tered. In a different context, some staff members were considered nonstructured
whereas others were considered overly structured. However, the problem of work-
ing harmoniously was resolved through honest, open discussions, candid conver-
sations, and the breakdown of rank. No person was viewed as higher than another;
consequently, no idea was better than another. All staff members agreed upon
the goal of creating the finest reading-language curriculum possible, and this goal
undoubtedly helped unify the group.

For the summer institute, pertinent articles were identified, reproduced, and
provided to participants since the teacher's intellectual growth was a main con-
sideration of the project. During the course of developing the strand, debates and
confrontations certainly occurred before the final strand goals were formalized.
To a degree, several teachers were skeptical about what else was hiding in the
basement (the on-the-site location of Project DELTA); i.e., some feeling existed that
the total scope of the project was not being presented to the teachers. However,
as teachers became better acquainted with the DELTA staff, this suspicion abated.

One interesting feature was that initially teachers requested recipes for creative
oral and written language lessons while simultaneously asserting that DELTA was
imposing too high a degree of structure. Because of this, the strand leader allowed
development to proceed in accordance with the teachers' desires. However, after
four weeks of weekly meetings, classroom visits, demonstration teaching, and
individual conferences, the teachers indicated they were frustrated by a lack of
structure and a sense of nondirectionality. Thus, the decision was made to diag-
nose children in particular language areas and to follow each diagnosis with
specific teaching activities.

Weekly strand seminars were devoted to presenting, discussing, revising, and
rejecting oral and written language lessons. When one teacher, presented a lesson
accepted by the group, other teachers would try that same lesson in their class-
rooms. This method provided feedback on the usefulness of a specific lesson.
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In addition to strand seminars, demonstration teaching proved particularly
effective; rather than the strand leader's observing the teacher, the teacher had
the opportunity to observe the strand leader. There were also individual con-
ferences ranging from casual chatting while eating lunch or walking down the
corridor to formal prearranged meetings.

For the September through January period, the culminating activity resembled
a bazaar or carnival. After a brief statement by each strand member about his area
of specialization, the teachers were invited to shop for new ideas at the different
booths. In a section of the multimedia room, each strand member arranged such
wares as story charts, children's books, recordings, videotapes of lessons, and a
puppet demonstration with children who had agreed to remain after school.
Another key ingredient of the culminating activity was an oral and written lang-
uage notebook containing sample lessons.

Members of the second oral and written language strand (February through
June) were self-selected; i.e., all teachers were allowed to choose the new strand
in which they would participate. Nine teachersmany influenced by the cul-
minating workshopjoined the strand; because of the large number of teachers
involved, two weekly strand meetings were arrangedone in the morning and
one in the afternoon. Consequently, the time spent with each teacher was less
than it had been during the first strand which had fewer members. However,
demonstration teaching, team teaching, tutoring of children, and individual
conferences occurred with the new group just as with the original group.

The second strand group elected to apply the idea contained in the notebook
rather than to create new lessons. For the first category, language enrichment, all
teachers emphasized sentence stretching; for example, moving the child from
"I saw a flower" to "Yesterday while walking to school, I saw a small white
flower." Much time was spent on this activity, with each teacher offering new
techniques. Additional topics included books created by children and the con-
cepts of literature as a motivation and a base for writing.

For the culminating activity of the second section, teachers arranged a room
with language games, children's books, poems, videotapes of creative dramatics,
etc. Other teactiers browsed and discussed ideas with strand members. Although
there was no product such as the notebook, strand members reproduced their
oral and written language lessons for the use of other teachers. The formal
presentation of the second section was a group discussion on "How to Get the
Reluctant Writer Writing."

Preservice Education in Reading-Language Arts

In previous years, student teachers assigned to Washington Elementary School
did their practice teaching in the classroom and then returned on specified days
to the University of California campus for course work in reading-language arts,
mathematics, social studies, etc. However, because Project DELTA incorporated
a preservice education component, it was arranged for the sixteen preservice
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students to remain at the school site for their course work in the reading-language
area. In addition to adhering closely to content initiated during the summer
institute, the rationale and framework for the preservice course paralleled strands
the project was developing with the supervising teachers.

At a seminar meeting during the summer institute, the class instructor and the
supervising teachers discussed the reading-language course, selecting the content
and suggesting the following sequence for introducing the material to student
teachers:

I. Classroom Organization and Climate
2. Evaluation of Reading Progress
3. Oral and Written Expression
4. Comprehension and Critical Expression
5. Decoding
6. Literature and Sell-Concept
7. Parent-School Relations

(Notice how closely these topics correspond with the topics eventually chosen as
module themes by the IRA Commission.)

For each content area of the course, students received copies of a bibliography
and at least one article providing a rationale and framework for reading-language
arts at a cognitive level approximating the student's development.

Project staff members supervised five of the sixteen student teachers; various
activities for the reading-language course were conducted in the DELTA facilities;
and project equipment, such as audio- and video-recorders, was readily available
to preservice students.

Soon after the opening of school the supervising teachers and the instructor
decided to divide into two weekly meetings the three-hour time block scheduled
for the reading-language course. During the first meeting (one hour) students
would be introduced to content by such means as col:?red slides featuring class-
room grouping practices or use of observational scales to assess oral and written
language, decoding, and self-concept, for example. The DELTA strand leaders
were also invited to present to the class the content of each strand.

At the end of this first hour, the students were assigned tasksranging from
individual to small-group assignmentsto be completed prior to the next two-
hour class meeting. Individual tasks included such activities as administering an
informal diagnostic inventory to a child reading below grade level or conducting
an informal interview using an interest inventory to determine a child's pref-
erences, interests, and hobbies related to reading. Each student teacher met
individually with the instructor to evaluate results of the informal inventories.
Small-group assignments included three classroom observations occurring at a
point in the course when preservice students were discussing classroom organiza-
tion, oral language activities, and comprehension and critical thinking skills.
Supervising teachers (five per demonstration) planned the lessons to exemplify
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the content being discussed. Three student teachers and the course instructor
attended each classroom demonstration. As a guide for focusing on specific fea-
tures, students used checklists pertaining to the demonstration content.

The weekly two-hour session, devoted to small-group discussion related to the
demonstration lessons, provided an opportunity for students to share observations
and reactions to classroom demonstrations. Following this sharing activity, the
group critiqued the checklist as both an observational tool and an evaluation
instrument.

In summarizing the preservice reading-language course, the following positive
aspects were identified:

1. Class sessions were conducted at the school where students were practice
teaching.

2. The supervising teachers and the instructor jointly developed the course
content, activities, and evaluation procedures.

3. Student tasks, which supervising teachers considered important for training
in reading-language arts, were developed.

4. Supervising teachers helped illustrate theory in practice by participating
in classroom demonstrations.

5. Preservice teachers' classroom responsibilities were coordinated with course
assignments and tasks.

6. By observing student teachers in the classroom, the instructor was familiar
with their experiences.

7. Supervising teachers accepted the course content as an important structure
to be developed with preservice teachers.

During the final evaluation of the preservice reading-language course, the
following negative aspects were mentioned:

1. Ten weeks constituted too short a period to adequately prepare future
teachers in reading-language arts.

2. Students seldom found time to read background material pertaining to
topics being discussed in the course.

3. Divergent philosophies of reading and language instruction prevented
several students from obtaining information necessary to them as future
teachers.

4. Concern with discipline problems or preparation of teaching assignments
for the following day interfered with maximum participation in course
work.

Possibly each factor could be resolved if instructors and students expended the
time and energy necessary to identify other solutions to these problems.

Some Conclusions

The experience of ..)roject DELTA indicates that inservice professional develop-
ment programs should move to the school community and be implemented in an
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on-site location rather than at the central administration office or in a university
classroomboth remote from day-to-day teaching realities. Although total staff in-
volvement in a project is desirable, some degree of self-selection should be consid-
ered in regard to teacher participation. Those few teachers with no desire to
participate will require a disproportionate expenditure of staff time and effort if
their involvement is demanded.

Development and implementation of the professional program should initially
involve a planning team including the school principal and teachers selected by
the school staff. Project and school staff members who are intensively involved
in formulating the framework for the curriculum model should anticipate the
interchange-confrontation sequence of proposal/counter-proposal/joint proposal
as described elsewhere. An understanding of the psychology of this process will
be of sustaining value to the planning team when the hint confrontation occurs
with the school staff.

As various instructional components of the training model are developed,
another necessary provision is for teacher options. In the case of Project DELTA,

five strands were initiated at the beginning of the school year with each teacher
electing to participate in the strand of his choice. As the model continues in the
on-site location, the majority of teachers will eventually rotate through the
strands from first through last choice options.

Extensive summer preplanning by the project staff, school principal, and repre-
sentative teachers is required to facilitate the fall initiation of the professional
development model. A concentrated institute effort preceding the opening of
school is highly desirable for familiarizing teachers with the nature of the process
and the proposed content of the curriculum model.

From the DELTA institute of three weeks, it was concluded that the shorter
time span of two weeks would more effectively guarantee teacher participation
and institute efficiency. A desirable format would consist of having a consultant
speaker in the morning to be followed by an opportunity to interact with the
speaker as content is related to classroom instruction. Small group discussions
should occur early in the afternoon.

Throughout the school year, time must be provided for teachers to participate
in the self-selected strands. Hopefully, educational systems will soon recognize
the necessity for teacher release time for professional development; however, until
that innovation occurs, a regular weekly meeting should be scheduled before or
after school. The strand leader should encourage teachers to contribute to the
developmental process and content of the strand. Classroom ideas should be
shared and related to the strand framework reflecting children's instructional
needs. This idea of sharing can be greatly facilitated by rotating the weekly
location to classrooms of individual strand members. The group should anticipate
strand culmination several weeks in advance and plan an opportunity to share
professional development with the total school staff.

By developing the preservice reading-language course on the school site, direct
cooperation was obtained from master teachers involved in Project DELTA. These
teachers actively participated in helping plan content-related activities and evalu-
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ation procedures for the preservice reading-language course. The teachers were
highly .1upportive in translating theory into practice by teaching classroom
demonstration lessons. Student teachers were thus involved in instructional
activities which supervising teachers considered important for professional
training.

Student teachers' classroom responsibilities were cic sely coordinated with activi-
ties and tasks in the rea :ing-language course. By observing preservice teachers
in the classroom instructional setting, the DELTA staff instructor became familiar
with their successes and difficulties and adjusted the reading-language course
content accordingly.

The greatest limitation encountered in the reading-language course was insuffi-
cient time to deal with skills and content needed by future classroom teachers;
this limitation, however, also existed when the course was taught at the university.
Student teachers reacted positively to the DELTA preservice course and requested
that the thirty class hours be extended by ten hours in order to cover specific
topics in depth.

Master teachers not only supported the course content but also expended extra
effort to help student teachers understand the nature of DELTA strand activities
which the master teachers were developing. This effort benefited both student
teachers and master teachers, who often discovered that their explanations re-
quired careful rethinking of the rationale for the strand activity development.

The basic purpose of Project DELTA was to design, implement, and evaluate
an inservice professional development model to enhance literacy teaching abilities,
thereby effecting substantial impact on children's reading-language achievements.
The data indicate that teacher behavioral change did indeed occur as reflected
in achievement growth by children in kindergarten, grade one, grade two, and
grade three. Many of these reading-language gains were not only significant statis-
tically but also significant from a practical, applied standpoint. In addition, the
conclusions of the DELTA study provided insight into the process and content of
model development.



Chapter Twenty-One

The Language Arts Foundations of Reading

DORIS V. GUNDERSON

Reading is but one aspect of language and must always be considered in terms
of its relationship to all other aspects of language development. The child's
reading growth cannot surpass his general language growth because the develop-
ment of his reading skills is based largely upon his prior ;earning of listening and
speaking skills.

It is to this total language development of a child that this chapter is directed.
What does a teacher need to know about language and about the ways children
encounter and learn to deal with their language? The teaching of reading does
not take place in a vacuumit takes place in the presence of a child who listens
and speaks. How do the four aspects of languagelistening, speaking, reading,
and writingrelate? What is the sequence of development of these four aspects?
What is the difference between linguistic competence and linguistic performance?
It is to these and other questions that this chapter is directed.

Language Beginnings

Studies of language acquisition have revealed that the young child in all cul-
tures acquires language as a part of his normal development. By the time he enters
school at the age of five or six, he has been using language for some time. The
first utterances of infants are cries, products of a physiological state (6) . Brown has
said that generally children say a first intelligible word some time during the
second six months of life. Most children say many words a few months later, and
at about eighteen months, they probably begin constructing two-word utter-
ances (1). Lenneberg has said that there is only one language acquisition strategy;
it is the same for all children all over the world, and it is correlated with age in
all cultures of the world (7).

Listening and Learning

The child understands what is said to him before he is able to communicate
verbally to an audience. Listening is the first stage of the language quadrivium-
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listening, speaking, reading, and writing. Listening involves not only a linguistic
task but also some prior or related knowledge concerning the content of the mes-
sage if comprehension is to occur.

Through the process of language acquisition via listening, the child develops
both linguistic competence and linguistic performance ability. Carroll defines
linguistic competence as the inferred capacity of language users, developed in
language acquisition, to generate and understand novel but grammatical sen-
tences. Linguistic performance is affected by nonlinguistic variables, such as fa-
tigue or mental indecision. The linguistic performance of a child, therefore, may
not necessarily be an indicator of the language communication power of which
the child is capablehe may understand and formulate complicated linguistic
structures, but external factors may interfere with his performance. A number
of studies concerned with determining the linguistic competence of young chil-
dren have been made on the basis of their linguistic performance output. How-
ever, what the child is able to understand is more significant than what he can
say.

In Carroll's view, listening to the speech of others involves several basic pro-
cesses. Some are dependent upon linguistic competencies; some, upon previous
knowledge that may not necessarily be of a linguistic nature; and others, upon
psychological variables that affect the mobilizatioi, of these competencies and
knowledges in the particular task situation. Linguistic competence enables the
listener to select the elements of the sentence which have meaning and to deter-
mine the grammatical description of the utterance, whether it is a sentence or
partial sentence. Previously acquired information about the topic of the utterance
enables the hearer to understand the concepts involved. The listener then com-
bines these two competencies so that he understands what the speaker is say-
ing (2).

What the Child Says

Research in the development of speaking skills has yielded information about
linguistic performance rather than linguistic competence; generally the data have
been obtained by placing children in test situations specifically designed to elicit
language samples. The studies have indicated that children from kindergarten
through grade twelve evidence an increase in ability to use language effectively
in spontaneous speech with effectiveness judged by criteria such as average length
of utterances, average length of communication units (such as T-units), relative
absence of mazes (unintelligible or grammatically confused speech), and overall
grammatical complexity. Carroll notes the occurrence of wide and persistent in-
dividual differences in all the studies (2).

Individuals differ in their receptive and productive skills. A person who can
understand almost any variety of spoken message may not be able to speak effec-
tively in all varieties of situations. Similarly, the competent reader is not neces-
sarily a competent writer.
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Reading and Listening Differ

Although reading and listening are both receptive skills, there are differences
between them. The reader finds the message segmented into words and phrases
and matches them with the spoken form. The reader may reread the material if
he desires, while the listener usually must comprehend the message at the time it
is delivered. These fundamental processes of listening and reading both involve
language comprehension. The reader transforms the printed message into a rep-
resentation of a spoken message. The input is different, however, for the reader
must decode the printed pages. Spoken messages, in some ways, are easier to
comprehend than messages in print, for the spoken message gives the listener the
advantage of nonverbal cues which enhance meaning, such as gestures, facial
expressions, body movement, toile of voice, etc. The nonverbal aspects of a
negative statement may be more expressive than the spoken words.

Language Skills Essential for Reading

The reader, then, without the benefit of nonverbal signals, must be able to look
at a printed message and to attach a particular meaning to that message. The
reader must be able to recognize words as more than entities and to attach some
meaning to the way in which the words are connected. The beginning reader must
acquire particular skills, must practice them, and must use them in concert if he
is to comprehend the meaning of a sentence, paragraph, page, article, or book.

Venezky, Calfee, and Chapman, discussing skills needed for learning to read,
list several categoriestalk skills, oral language skills, and skills related to acqui-
sition of letter-sound relationshipsalthough a definitive research base for all
of these categories has not yet been established. As an example of the need for
such capabilities in reading, note that one task requirement found in several
readiness tests is based on the assumption that a child possesses the skill to
distinguish the initial position in a word from the middle or the last position,
isolating individual sounds, using the concept of same as intended by the adult
tester, and remembering and comparing the speech sounds. Venezky notes that
although none of these skills has been studied adequately, there is some evidence
that normal, middle class five-year-olds have difficulty with all of these skills.

Neither articulation nor phonemic discriminationoral language skills which
are important for readinghas been adequately examined. But, apparently, in
learning to read the child first acquires a store of spoken words; then, he learns
to connect graphemic patterns with spoken words and probably to recognize visual
patterns as units. Learning to relate words which have syntactic, morphological,
semantic, and articulatory cues to their spellings is the next step. Venezky specu-
lates that the items processed in memory are tags to the linguistic components of
a word itself. He concludes that if the teaching of reading is to be improved, the
component skills of reading must be thoroughly analyzed (9). Obviously, more
research is needed in these areas of reading skills; but even before the research is
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all completed, it seems evident that if a child is to learn to read, he must become
competent in these specialized skills of thinking and oral language use.

Written Language

An assumption frequently stated by both linguists and educators is that the
normal child has acquired mastery of his language structure by the age of five or
six, or generally by the time he has entered school. Although the child appears to
have few problems expressing himself and communicates easily about his own
experiences, Carroll raises the question of what this assumption actually means.
He notes Zidonis' finding that ninth grade students' writing does not reflect full
command of the grammar of English. Carroll wonders whether the observation is
applicable to the speech of ninth graders and raises a question concerning the
validity of t?.e common statements about grammatical mastery at an early age (2).

A number of skills are involved in the writing component of language. Writing
is the last of the language competencies to be acquired and includes a larger
number of skills than the others. Writing a statement on paper that can be formu-
lated in speech, for example, requires the skill of handwriting or typing, spelling,
punctuation, and ordering a sentence. At a higher level, other qualities are in-
volved, such as knowledge of subject matter, imagination, avoidance of clichés,
organization, style of writing, and various devices which help to express tone.
Carroll says that lack of sufficient research data prevents us from describing either
the sequence of growth of writing skills or the individual differences in rates of
growth throughout the school years. This lack of data on writing skills also ex-
tends to the adult population (2).

Sequence of Language Learning

That reading is one of the language competencies or language arts seems evi-
dent, but the teacher's exposure to this knowledge does not mean that it neces-
sarily becomes a part of his teaching strategy. Since language competencies are
acquired in sequence, the teacher may follow the same sequence in teaching a
child to read. All the receptive and productive language skills are of paramount
importance in the teaching of readinglistening, speaking, reading, and writing.
A task of paramount importance in teaching children to read is to assist them in
increasing their competence in every one of the language areas and to maintain
a balance among them. Although the child has listened to his parents, siblings,
and others since long before he entered school, listening is crucial to the initial
steps of reading instruction: he must attend as the teacher gives directions; he
must be able to hear differences in sounds; he must listen to attain concepts
related to vocabulary; and he must listen if he is to contribute to conversations
with others.

It may be true that whether listening can be taught has not been firmly estab-



GUNDERSON 267

lished. Carroll says that such teaching is primarily concerned with the training of
processes that lead the individual to pay closer attention to what he hears and
to organize meanings for better retention, comparison, and inference (2). These
processes, however, are crucial to the teaching of reading.

The Teacher's Role: Language Stimulation

Since the child not only receives but also uses language, the teacher must dis-
cover what the child can understand. A major responsibility in teaching begin-
ning reading is to encourage the child to talk and to accept his talkingnot only
what he says but also the way in which he says it. School may be a situation alien
to the child's experience, and he must be helped to feel comfortable if he is to
speak freely and uninhibitedly. The teacher must stimulate communication and
verbal exchange in the classroom. The teacher must possess an understanding of
language and its conventions. He must accept the child's utterances and the
dialect the child uses to express himself. Linguists have, as a result of their
research, demonstrated that a child who uses a dialect other than the language
of the classroom does not lack communication skills. The child's own language is
likely to be rich, and he may expre.)s himself fluently in it.

What About Dialect?

For social and economic reasons children who speak a dialect other than stan-
dard English eventually should become bidialectical. These children need to
acquire proficiency in standard English in order to succeed in a competitive multi-
cultural world. According to Shuy, however, when a child enters school, it is
more important for him to learn to read than to speak standard English. Learn-
ing to read has relatively little to do with a child's ability to handle standard
English phonology, but it is extremely important that the teacher understand the
child's phonological system in order to distinguish between reading difficulties
and systematic features of the child's dialect (8). The teacher who accepts the
dialect of the child realizes that the child's language is a part of his culture. Such
a teacher will then value that child's contribution and will set a classroom climate
that will allow the child to learn to read because he then will not have to live in
two different and sometimes conflicting worldshis home and his school.

That dialect differences may affect oral language learning and learning to
read has been hotly debated. Some research has been directed to the way in
which reading should be taught to children who speak a dialect different from
the language of the school. One theory is that children should learn to read in
their own dialects, e.g., Black English reading materials for speakers of Black
English. Another theory is that the dialect does not interfere with learning to
read Standard English. Goodman says that in teaching speakers of divergent
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dialects to read, the only practical solution is the teacher's acceptance of the lan-
guage of the learner as the medium of learning. He cites several key aspects of
this approach (4):

I. Literacy is built on the base of the child's existing language.
2. Children must be helped to develop a pride in their language and confi-

dence in their ability to use their language to communicate their ideas
and express themselves.

3. The focus in reading instruction must be on learning to read. No attempt
to change the child's language must be permitted to enter into this process
or interfere with it.

4. Special materials need not be constructed, but children must be permit-
ted, even encouraged, to read the way they speak.

5. Any skill instruction must be based on a careful analysis of their language.
6. Reading materials and reading instruction should draw as much as possi-

ble on experiences and settings appropriate to the children.
7. The teacher will speak in his own natural manner and present by example

the general language community, but the teacher must learn to under-
stand and accept the children's language. He must study it carefully and
become aware of the key elements of divergence that are likely to cause
difficulty.

Reading Must Be Taught

Although when the child enters school he has some command of spoken
language which he has acquired through a gradual universal process, most chil-
dren learn to read initially through deliberate instruction either at home with
help from a parent or sibling or, more commonly, during the first two or three
years of school. That certain skills are essential to proficient reading is agreed
upon by most people in the field. Carroll notes eight components involved in
learning to read which are merged into a single act in mature adult reading (3):

1. The child must know the language he is to learn to read.
2. The child must learn to dissect spoken words into component sounds.
3. The child must learn to recognize and discriminate the letters of the

alphabet in their various forms such as capitals and lower case letters
whether printed or cursive.

4. The child must learn the left to right principle by which words are
spelled and put in order in continuous text.

5. The child must learn that there are patterns of highly probable cor-
respondences between letters and sounds, and he must learn those patterns
of correspondence that will help him to recognize words that he already
knows in his spoken language or that will help him determine the pro-
nunciation.

6. The child must learn to recognize printed words from whatever cues he
can usetheir total configuration, the letters composing them, the sounds
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represented by those letters, and/or the meanings suggested by the con-
text, and pronunciation of the word.

7. The child must learn that printed words are signals for spoken words and
that they have meanings analogous to those of spoken words.

8. The child must learn to reason and think about what he reads, within
the limits of his talent and experience.

Although proponents of various methods of teaching reading may disagree as to
the order in which the skills should be taught, the importance of these skills in
the reading process does not appear to be a controversial issue.

Teachers Must Know

Carroll cites Shannon's finding that many teachers are deficient in their knowl-
edge of letter sound relationships (2). This finding probably would be confirmed,
not only by instructors of the traditional reading methodology courses but also
by teachers themselves. Because the teacher must be competent in reading skills
if he is to teach children to use them, prospective teachers must not only learn,
but also practice them so that they can use them in the teaching situation.

A number of studies concerned with determining the linguistic competence of
young children have been made on the basis of their linguistic output. The
important issue, according to Carroll, is what the child is able to say or under-
stand, not what he says (2). Some studies have indicated that materials based on
the child's speech output are more effective for teaching children to read than the
commonly used basal reading materials. However, competence in written language
may not necessarily be demonstrated by examining the output from such mate-
rials, for, as in oral language, the conditions under which the writing is done may
interfere with the degree of competence possessed by the writer.

A variety of writing assignments will help the child to learn principles and
techniques of writing that he can apply to whatever writing he may need to do.
Hook's view is that a child can learn a good deal about organization, clarity,
appropriateness of tone, and accurar in mechanics and usageall of which imply
a reader of the written material (5,. Children should have an opportunity to
write about their interests; frequent writing, especially in the early years, will
allow the child to think of writing not as a difficult task but rather as a means of
communication. The teacher should write as frequently as the childrenand
should always write the assignments that he expects the children to complete.

That language is a communication vehicle should be made clear to the child.
He should be encouraged to talk extensively; however, he must also learn to
listen, since after the child learns to read and after he is capable of acquiring
information through the printed page, he will continue to learn through listen-
ing. He must learn to express his thoughts in writing so that he can communicate
with others through both oral and written language.

If the teacher is to help children acquire language competence in all four of
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the language arts, he must possess these language competencies himself. The pro-
spective teacher should writehis preparation should include a good deal of work
in writing. As Hook says, composing cannot be taught, but it must be learned and
learning can be guided. The teacher cannot guide the child's learning unless he
himself possesses some proficiency in writing. The teacher will need to acquire
specific techniques in each areahe must listen to the children, he should serve
as a model in speaking, and he must understand the importance of both verbal
and nonverbal communication. In short, the teacher must understand language
and all of its ramifications.
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Chapter Twenty-Two

Interdisciplinary Perspectives on Change

in Teacher Education

ROGER W. SHUY

One of the healthy tendencies in the teaching of reading in the sixties and seven-
ties is that it has rejected its isolation from the academic fields from which it gets
its substance. It is only an accident of history that caused the separation of reading
from other disciplines in the first place, but it has taken many years to bring them
back together again. The need for techniques and materials always precedes the
research upon which these needs are basedand this sequence is probably as it
ought to be. Research in the language of children is a relatively recent phenom-
enon in this country although it has progressed rapidly in the past decade.
Research in the social dimensions of learning and language (variation based on
status, education, style, intention, sex, age, etc.) is even more recent in America,
despite the decades of research on variation based on geography, especially the
Linguistic Atlas of the United States and Canada, and a recent emphasis on
pluralism. If reading researchers and teachers were slow to realize that reading is
a language-processing operation that operates in a well-defined social context, it
was not entirely their fault that they were so slow. They got little help from
linguists on the nature of this language processing, on the natural acquisition of
spoken language by native speakers, on how spoken language relates to the
written representation, on language factors which interfere with the acquisition
of reading skills or the relationship of language and cognition. Furthermore,
there are also precious few social scientists who have taken any interest whatsoever
in this important area of learning.

In the past, each reading researcher and teacher approached the reading
process, quite naturally, from his own perspective. This perspective was often an
adult viewpointone from which speech, which adults learn to submerge from
consciousness, seems less important than writing, which is more recently learned
and consciously manipulated. Several other adult perspectives permeated the
concern for reading held by reading specialists. Short sentences were thought to
be easier to read than long onesa view which is quite reasonable unless one
understands something of the degrees of complexity involved in linguistic embed-
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ding. The emphasis on .vord frequency is another tenet of traditional reading
instruction, despite the fact that this frequency, in all extant studies, was based
on the occurrence of written words. Apparently nobody asked what relationship
the frequency of words used in writing had to do with a process which begins with
a known oral language and moves toward an unknown written one. Little atten-
tion was given the special environn.ent of the learning process, as evidenced
by many of the normi,...,; processes of standardized tests. In addition, reading
was erroneously thought to be accomplished in some sort of social vacuum.

Such a separation inevitably leads to elitismthat holier-than-thou syndrome
that exists in the scholarly world in a number of ways, but principally as a
result of the unfortunate separation of theory and bask research on the one
hand and from application and service on the other.

Even today in some colleges, professors are asked to make a choice between
being good scholars and being good teachers. The idea seems ludicrous. One
does not choose between such thingsone does them both. The activities and
responsibilities of one task nourish and clarify the activities of the other. Some-
how, however, largely as a result of the needs of academic disciplines to define
their theoretical bases, a large gap has developed between the theoreticians and
the appliers of research in many fields.

The social sciences are a case in point. At one time, they were service oriented,
as might have been predicted, if one had stopped and thought about the situation.
Academic disciplines are always spawned as a result of a need of some sort. But
as social workers began to contemplate the details and complexities of their
work and to determine what was their territory and what was not, they quite
naturally elaborated a theory of the social sciences leading, in some quarters, to
an almost total separation of the theoretical phase (sociology) from the practical
phase (social work).

In linguistics, also, there was great concern for practical problems during the
forties and fifties, a time which could-,be characterized as one of strong interest
in real problems of language teaching, especially in teaching English for foreign-
ers, Bible translation, and interest in relating linguistic theory and research in
the concerns of psychology and anthropology. The great period of theoretical
concern began during the sixties and is with us yet today. This emphasis on
theory parallels what happened in the social sciences and in many aspects of the
humanities in earlier days. Academic fields, which once addressed themselves
to everyday problems in real-life settings, grew more and more detached from
these problems as the important work of theory building took place. However
necessary and desirable this theory building was, it led to separations within
the disciplines. Thus, sociology split from social work as an academic entity;
literature departments frequently developed a caste system which relegated
service-oriented or how-to courses to graduate assistants, to lower ranking faculty,
or to another department entirely (freshman composition is not taught in the
English department of at least one Big-Ten university, and courses which are
geared to the preparation of English teachers are often shunted off to the school
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of education). It is small wonder, then, that on college campuses across the
nation the recent renewal of interest in values, in services, and in relevance has
hit the theoretical phases of various disciplines hard. They are being accused
of elitism and of developing elaborate academic games which are to be explained
and communicated only to the chosen few, who, having scaled the required
intellect, e heights, can spend the rest of their lives as medical specialists in the
third ri ; on the right, as literary critics with specialities in George Herbert's
later poems, as sociologists concerned only with the interrelatedness of computer
storage and retrieval of demograratic data or, alas, as linguists who specialize
in word-initial semivowel alternation in the Rigveda.

It appears that the academic life is a restless one which can be seen as a con-
tinuum between poles of abstraction on the one hand and everyday practicality
on the other. Practicality usually gives birth to the disciplines, whose practitioners
almost immediately beat a hasty retreat from such mundanity, probably as a
result of the need to justify their activity as adequately learned and at least as
sophisticated as that of any other discipline. Consequently, th, basics of the
field are couched in specialized terminology, and a cult of belie s is developed
among whom scorn for any other field is nourished.

These simultaneous contradictory forces which are at work in the disciplines
at all times (the need to solve a real problem versus the need to appear so
independent of that problem as to seem to be self-sufficient) provide many of
the interesting paradoxes which ultimately embarrass the various fields. The
field of linguistics has been embarrassed, for example, many times in recent
years. It was embarrassed is the late fifties to be caught with a rather superficial
theoretical base having a focus entirely in phonology rather than grammar and,
believe it or not, having such a naive view of research design as to actually
believe that by interviewing in depth one native speaker of a foreign language
it would be possible to actually write a grammar describing the speech of all the
native speakers of that language. More recently linguistics has been embarrassed
by accusations of elitism.

One healthy sign in the academic world is seen when the practitioners in a field
are able to admit that what they said last year may be wrong. To be sure, this
type of admission is frustrating, for it leads to the kinds of problems discussed
at a recent conferer ze on teacher training in which the participants agreed that
90 percent of what they studied in graduate school was either wrong or irrelevant
for the work they were doing. This is a reasonable percentage also for the hard
and social sciences and, indeed, for most of what is happenh,g in the majority of
college courses today. But the academic world is not predisposed to admitting
false starts, wrong headedness, or incompleteness, for its elitism frequently pre-
vents any such self-effacement. The name of the game is to be right as often as
possible, to be wrong as seldom as possible, and to ridicule one's colleague when
he is wrong, establishing, in the process, one's own sense of superiority. (This is
not unlike spiritual elitism, which has many of the symptoms.)

One of the more exciting things that is happening in the academic world today
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is the small steps we are beginning to make toward destroying this elitism.
Although the trend for many years was toward increasinb degrees of specialization
with concomitant scorn for all that was not so specialized, such a position is less
well received in today's world.

In the January 1971 issue of The Journal of Internal Medicine, for example,
Kimball editorializes that the field of medicine has lived too long in isolation
from the patient in the lower socioeconomic bracket. Kimball urges medical
training of a sort that starts with the culture and language of a patient where
he is, not where the physician is. He urges that the medical profession abandon
its elitist witch-doctor status if it is serious about its lofty aims of doing good
for all peoples. Equally encouraging is the recent information that several medical
schools have requested funds from the National Endowment for the Humanities
to broaden the training of physicians in the areas of human and social studies.
An even more elitist branch of medicine, psychiatry, has at least evidenced some
notion of its almost total lack of concern for the disadvantaged, for minorities,
and for the uneducated in particular. One prominent psychiatrist in New York
City has recently observed that 95 percent of the assumed successes in psychiatric
treatment have been with middle-class patients. This results partly because
the middle class tends to avail itself of these services more than the working
class, but the percentage is said to obtain even after the discrepancy has been
accounted for.

In the field of reading, this newer trend away from isolated elitism can be found
in a relatively recent predisposition for interdisciplinarity. While some reading
theorists continue to move away from real language to theories and to theories
about theories, others have responded to some of the immediate demands of the
contemporary world. Some reading theorists, for example, have begun to ask what
input their field might have into the fields of linguistics, social sciences and psy-
chology. Theorists are beginning to see that the skills of reading, speaking, and
writing are heavily involved in linguistic processes in well-defined social contexts.
Theorists are beginning to see social inequality as frequently manifested by the
use of and reaction to one's native language and culture. Out of these recent
directions several principles have become apparent.

Vulnerability

For one thing, a discipline undergoing such an introspective process will have
to allow itself to be vulnerable. Normally, disciplines have a way of being cocky
know-it-alls. Reading, most surely, can be accused of this attitude in recent years.
Perhaps because of the national mood for relevance to problems involving man's
inhumanity to man, perhaps because of the current revolution leading to a new
national cc..risciorc=-: .'" -produced them-
selves to the extent that they are becoming a glut on the job market, or perhaps
because of the recent discovery of the dire straits of the education system in this
country, many reading specialists are beginning to turn their attention to ways
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in which their field can feed itself from disciplines hitherto outside the discipline.
But this approach requires that educators admit that they have been isolative,
irrelevant, and even elitist. Such vulnerability has become evident in much of
what is happening in reading today.

Using Errors

This derived vulnerability is never more conspicuously absent than it is in
education today, especially where the making of mistakes is still frowned upon.
A leader in business, the former president of Avis Car Rental, can publicly admit
that two out of every three decisions he made while in that office were essentially
wrong. IBM is probably the greatest reaction-oriented business in the country
todayseldom innovative, frequently wrong, it has no equal in correcting its
errors and outdistancing all competitors in the process. But, in schools, our chil-
dren must not make errors. They are told to study the right answers and give
them back. This process has had terrible consequences and is undoubtedly a
major factor in the dropout rate throughout the system.

The usefulness of error-making in education has hardly begun to be recognized
as a positive teaching resource. Once again, linguistics can offer some illustrative
information. At age seven many children have discovered the -en participle forms.
This discovery prompts them to make use of such forms wherever possible. The
first blush of discovery, however, does not account for all appropriate places, and
many children, including my own sons, overextend their limited knowledge by
using -en inappropriately in expressions such as have dranken and had thoughten.
To be sure, this is an error, but It is an error of an entirely different magnitude
and complexion. By the same token, a child who misspells penny as pinney com-
mits a spelling error, but it is in error quite different from the child who spells it
Attn, Tin:, former child's worst guilt, perhaps, is his good ear for phonetics,
for approximately 30 percent of the American population, including all of our
southern senators, pronounce the word this way.

It is hard to imagine how foreign language could be learned without a high
tolerance for error making. Early in the game, students must be allowed to feel
free to venture forth automatically and uninhibitedly, or little progress can be
made. Good language teachers develop an ability to process the errors of learners,
to taxonomize, to distinguish -important errors from unimportant ones, and to
decide which ones, if any, require pedagogical attention.

Occasionally, student errors can be understood as a reflection of actual learning
or of perceiving life adequately, but from a viewpoint different from the
teacher's. For example, my son, Joel, recently came home from school with a test
paper on antonyms (word opposites). He had one marked wrong which in my
usual parental objectivity, I easily observed was not wrong at all. The stimulus
word was came. Joel's answer was left. The teacher's manual keyed the right
answer as went. Joel was obviously wrong, from her viewpoint, and that was that.

In the inner city, we frequently hear black children producing the plural of
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desk as desses. Once our research showed us that their singular form was des, the
reason for the unusual plural, desses, became obvious. English words ending in s
take plural forms pronounced -uhz as in busses, kisses, or messes. These children
do what all speakers of English do with the rule for grammatical plurals. What
they don't do is produce the full consonant cluster sk at the end of a word. Thus,
this pronunciation is not chaotic or sloppy. It is quite regular and quite predict-
able. Some children, however, say neither desks nor desses. Their pronunciation is
deskes. What can the teacher tell about a child who says deskes? Mostly, she can
tell that he is somewhere along the line of acquiring the standard form. He has
mastered the consonant cluster, sk, but he still uses the plural form, -uhz, which
goes with words ending in s. He has begun to acquire the standard form but
hasn't yet straightened the whole thing out. This sort of error making should be
a hopeful signal of progress to the teacher.

Purging the Stereotypes

If reading is to leave "eliteland," it will have to help rid the world of inaccurate
and unfair stereotypes. This sort of activity may have been illustrated quite
nicely in a recent business meeting of the Linguistic Society of America in which
a resolution was put forth to end the undeclared war in Southeast Asia. During
the ensuing discussion, one linguist suggested that linguists might also do well
to make a realistic contribution from within the discipline. After considerable
discussion as to what this contribution might be, it was finally decided that a
tremendously important area for consideration is the one in which many scholars,
particularly educational psychologists, are making grossly inaccurate and damag-
ing statements about the language of disadvantaged children. For far too many
years now, the general public and the schools have assumed the position recently
espoused by Bereiter: ".. . the language of culturally deprive6 children .. . is not
merely an underdeveloped version of standard English, but is a basically non-logi-
cal mode of expressive behavior" (1966). In order to overcome this illogicality and
underdevelopment, this educational psychologist urges teachers to proceed as
though the children have no language at all and to train children to speak in
fully explicit formal language. The absurdity of these admonitions becomes evi-
dent when we examine the solutions to the illogicality and underdevelopment.
Bereiter argues for unelliptical responses to questions. For example, The squirrel
is in the tree is preferred over in the tree as though, somehow, the full unelliptical
form is the well-developed and logical version from which all other versions di-
verge. Current linguistics clearly argues that all semantics of e,ch of these sen-
tences is the same and that there are only superficial surface structure differences
between them. All languages are clearly capable of conceptualization and express-
ing logical propositions, but the particular mode for conceptualization may differ
drastically between language systems. The linguist, therefore, assumes that differ-
ent surface forms for expression have nothing to do with underlying logic of a
sentence. It is safe to assert that linguists are unanimous concerning this position.
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As a result of this discussion, the Linguistic Society of America formed a special
committee on language and cognition, headed by the well-known psycholinguist,
John Carroll, of the Educational Testing Services at Princeton. The task of the
committee is to make widely known what linguists have learned about this topic
and to counter the false stereotypes that have been allowed to develop. Black
children, for example, are said to be nonverbal, largely as a result of some shabby
field work done by certain researchers who discovered, much to their surprise,
that inner-city children do not respond well to the sorts of questions they asked
them. Many linguists have been hard at work countering this absurd assumption
along with its counterpart suggestions that such children have cognitive deficits,
that little communication takes place in the low-income black home, and that
disadvantaged children must be taught their own language. My private research
for the nonverbal child has taken me to many schoolrooms in America where
frequently I ask the teacher, "Do you have a nonverbal child in this class?" To
demonstrate how pervasive the stereotype has become, invariably the teacher,
who has heard that nonverbal children exist, feels obliged to nominate one. After
that, it is a latively easy matter to get the child to talk if you ask him the right
questions and if you don't intimidate him. We usually sit down on the floor some-
place, eat some potato chips, and talk about things that interest him, not things
that interest me. Nonverhalness should be recognized as a relative term. The child
may be nonverbal only because he has learned that the name of the game is, "Be
right as often as possible and wrong as seldom as possible and if you open your
mouth you're apt to be corrected." What better reason for appearing nonverbal?

Expanding Perspectives

In addition to vulnerability and the purging of stereotypes, if reading is to
become truly interdisciplinary it will have to stop surrounding itself with its own
kind. Consequently, we see both behavioral and cognitive psychologists in the
same department. In linguistics departments, we see generative and structural
linguists. The surest path to intellectual stagnation is to discover all of the schol-
ars who believe exactly as you do and hire as many of them as you can. On the
other hand, it is risky business to deliberately bring in a person whom you know
will give your cherished ideas a scathing going-over. It can be ego shattering and
downright difficult. Yet there really isn't any alternative involved. One seldom
grows without stimulation. Courage is part of the answer, but energy is also in-
volved here. A critic will make you work harder both to defend your viewpoint
and to build a case against his viewpoint. But this endeavor is also a sure way to
learn something, and it is for this reason that interdisciplinary studies are begin-
ning to flourish once again. There are increasing instances within academic de-
partments in which a scholar can write a paper and ask a colleague to help him
by criticizing it before he submits it for publication. His colleague's criticism
may be unendurable. The colleague, on the other hand, may not want to cross
a good friend by being critical, or he may feel so competitive that he does not
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want to help the writer to a promotion, especially if it leaves the colleague behind.
But an attitude of helpful difference of opinion must be allowed to develop if
departments are to flourish and grow in intellectual strength.

The study of the language problems of disadvantaged children has recently
called attention to some of the initial research assumptions held by entire dis-
ciplines. It has seemed apparent to many psychologists and educators, because
of the assumptions built into their disciplines, that the speech of children who
use a nonstandard variety of English deviates from standard English. That is if
there are two systems of language, standard and nonstandard, the one is the norm
and the other is the deviate. This idea seems peculiar to many social scientists and
linguists, whose initial assumptions are that the two systems are simply different
from each other, much as French is different from Chinese, neither being su-
perior nor deviating from the other. Thus, the assumption of linguistics is that
nonstandard varieties of English are good for the circumstances in which they are
uscu. Indeed, it would seem that it might be quite appropriate to play football
in nonstandard English but to use standard English in the classroom. These
different research assumptions have came to light, however, largely because mem-
bers of all the disciplines involved have begun talking with one another. Perhaps
one of the more significant advances made in the academic world during the
sixties was the reopening of discussion across disciplinary boundaries.

From such interdisciplinary cooperation has come a number of hybridized
disciplines along with the delightful frustration of home-base ambiguity. Socio-
linguistics, for example, is a hybrid of linguistics and the social sciences which
is concerned with the interactions of language and society. Sociolinguistics focuses
on the language dynamics of groups and of people who share linguistic features.
Such groups may be made up of people from different localities, of different sex,
of different social status, or of different ages. Furthermore, their language systems
may vat), because of the circumstances of the speaking event, the nature of the
audience, the intention of the message, the attitudes of the audience, and many
other variables.

In short, sociolinguistics teaches what teachers need to know in order to fulfill
their educational obligations to the child, how to deal with the child's language
and culture, how to listen and respond to his language, how to diagnose what is
needed, how to best teach alternate linguistic systems, and how to treat the child's
culture and language as a positive and healthy entity. What follows will include
a brief and speulative effort to formalize these requirements in terms of the
'traditional course structure and our educational system.

Experience during the past two or three years has taught us that there is no
magic package which is guaranteed to produce adequately trained teachers in
short periods of time. A summer workshop or institute may be helpful if it is
restricted to a well-defined aspect of the necessary training, but it is doubtful
that such a program can come close to covering the required material or that
it will provide maturation time to accommodate the new thoughtset which is



SHUY 279

demanded. Several preservice college courses may contribute significantly to the
proper disciplinary perspective.

1. Cultural Anthropology

If I had a choice of only one additional course to add to the extant training
program for future elementary teachers, I would probably put cultural anthropol-
ogy at the head of the list. This is primarily because the mind-set generated by
the successful anthropology course is at the heart of most of the attitudes toward
language, society, and cognition that I would like to see changed. Cultural
relativity is the very basis for the understanding that I would like to see reading
teachers develop toward children with linguistic and cultural systems that are
different from the school norm. Cultural relativity is also at the heart of healthy
attitudes toward pluralism in interpersonal relationships and is the key to a
removal of unnatural snobbery based on socioeconomic status, sex, or race. Oddly
enough, cultural relativity is also a crucial factor in the development of the
teacher's healthy attitude toward literature, for children's literature cannot be
valued very highly if it is seen only r- inferior adult fare. Good children's litera-
ture sees life from the child's point of viewa relativistic value equal to the adult
perspective, neither superior nor inferior. The dignity of childhood, then, de-
pends on the teacher's understanding of values described and learned through
courses such as cultural anthropology.

2. The Nature of Language

Recent attempts to prepare teachers adequately for the classroom of the dis-
advantaged student are disappointingly weak. Few undergraduate courses are
offered in subjects even remotely related to the linguistic aspects of the problem.
Even occasional college courses, such as the nature of language, introductory
linguistics, modern grammar, American English, etc., seldom are offered and, if
offered, seldom are required of teachers and, if required of teachers, seldom are
geared to minority language problems. Thus, an anomaly exists. Although one of
the most urgent situations in our schools focuses on the language problems of
Blacks and other minority groups, there is virtually no preparation for dealing
with such problems in the college curricula.

Without apology, then, let me suggest that teachers need to know about the
current research in urban language problems. It would be helpful if they knew
why the research is being done and how such research is carried out, what is
known at the moment, andevery bit as importantwhat is not known. Further,
teachers need to assess their own language in relation to that of their pupils.
They need to understand language variationthe reasons underlying it and the
attitudes of various subgroups toward language variation. Teachers should be
trained to listen to the language variations of their students. Teachers should
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learn how systematic various dialects can be, and they should develop a sensitivity
to the editing processes that take place as one person listens to another. Teaching
the basic linguistic tools in an introductory course would be quite useful also for
later discussion of language variation and change, foreign language-learning tech-
niques, grammatical and phonological features, etc. In this course, special
attention should also be placed on language attitudes which would provide a
starting point for the introductory course in the nature of language. Then, stress
should be placed on phonetics (in order to learn how to recognize and produce
phonetic differences) and on a study of grammar (with problems to be solved).
The systematic nature of language should be emphasized throughout. Having
learned these things about the special problems of urban children, it should be
made perfectly clear that the skills, knowledge, and attitudes discussed here are
equally useful for teachers of suburban and rural children.

3. Language Variation

Once certain tools for discussing language have been established, it is possible
to approach language variation more effectively. Since geographical variation
is generally recognized by most people, it seems reasonable to use regional dialects
as a beginning point. There are several books, records, and tapes available for
illustrative purposes. Emphasis should : placed on the systematic nature of
geographical differences, whether grammatical, phonological, or lexical. A certain
amount of data gathering in all three categories is desirable, both for practice
in subject matter mastered in the course on the nature of language and practice
in getting used to discovering and describing language patterns systematically.

Once geographical variation is fairly well studied, the major portion of the
course should focus on social dialects. Attention should be given to problems
of the relationship of attitudes to labeling (Black English, ghetto speech, disad-
vantaged language, nonstandard Negro English. Negro dialect Texmex, etc.), but
the major focus should reflect the recent work in sociolinguistics. The course
should contain units on the historical ort,,;ns of current nonstandard grammatical
and phonological features (including correlations with social stratification), fre-
quency of occurrence, and social diagnosticity. Early attention should be given
the concept of linguistic variation, the linguistic continuum, an-'. matters of style
shifting. The concept of language interference must be emphasized particularly
in relation to interference caused by the system of various nonstandards on the
system of standard. This concept may be most easily presented by obsersiing the
influence of the Spanish system on the production of English by people of
Spanish-speaking ancestry. Since many of these people constitute a large portion
of the disadvantaged in our country anyway, the example is doubly useful. Once
the notion of linguistic interference is introduced across different language sys-
tems, it may be easier to teach the notion of linguistic interference across two
dialects.
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4. Fieldwork in the Language of Children

This course should be primarily an experience in gathering language data and
an analysis of certain linguistic features. Near the beginning of the course students
carefully review the details of field techniques and methods of elicitation. Special
attention should be given to different techniques of language data elicitation such
as sentence imitation, word games, narratives, citation forms, oral reading, dialog,
and communicative routines, for the linguistic responses may well relate to the
elicitation mode.

It is difficult to determine exactly how such a course should be conducted, but
one thing is of utmost importancethe students should get deeply involver' in
recording and analyzing the language of at least one child. One technique which
I have found useful toward this end is to require each student to tape at least an
!lour of interview-style data from one disadvantaged child in a nearby community.
It makes little difference what the child talks about as long as there is a great
deal of his speech and as little of the speech of the interviewer as possible. Sub-
jects for discussion will vary somewhat, but most people can describe television
programs or movies, and almost everyone can tell you how to play a game of
some sort. At first, students can't imagine why they were subjected to th's assign-
ment. They are even more dis.nayed when they arc required to typescript the
entire tape recording using standard orthography (no attempt at reflecting pro-
nunciation). This process is time consuming and laborious, but it serves several
important purposes:

a. It forces the listener to listen carefully to the tape recording.
b. It provides a reference point for further listening and for future grammati-

cal and phonological analysis.

If there is a typescript to accompany the tape, one can mark in advance the poten-
tial spots where the phonological feature under consideration is likely to occur.
In case of grammatical features, the typescript iselft may be adequate for analyt-
ical procedures.

When the field interview and typescripting have been completed, students
should be required to select one or more interesting grammatical and phonological
features for thorough analysis, including a search of the available literature and
a description which calls upon and uses what they have learned about language
analysis up to this time.

5. Teaching Oral Language

As in the preceding courses, this course should be problem oriented. Two prob-
lems of great magnitude might occupy the attention of the class near the begin-
ning of the course. Whatever else happens in this course, it should start with a
clear distinction between policy and technology. Community involvement in
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matters concerning decision making about whether to teach standard English are
of great importance today. Teachers need to learn how to deal with such situations
early in their training.

A second problem may come as a surprise to the students. Standard English is
terribly difficult to define. One early project might be to require all students to
try to define standard English in one page. Chances are that they will find their
own papers unsatisfactory. Some will refer to dictionaries; some will argue from
sociological or political grounds; some will opt for the mass media as the norm;
and some will say that it is what is taught in the schools. Any answer should bring
forth a challenge from other students in the class.

Students should be introduced to foreign language teaching techniques and
there should be discussion of how these techniques apply (or do not apply) to
learning standard English. Students should then be guided in an examination of
extant oral language materials for nonstandard speakers. Students should then
review the literature on the relationship of second dialect acquisition in the ap-
propriate journals.

A second potentially large area of application of social dialect information is
0., dialect interference in reading. To this point, relatively little has been written
on the subject, and much of it has been collected by Baratz and Shuy (Eds.) in
Teaching Black Children to Read, Washington, D.C., 1969. Teachers should be
encouraged to consider problems of dialect interference through phonology, gram-
mar, and orthography and to examine current beginning reading materials to
determine how well they have adjusted to the linguistic features discussed in ear-
lier courses.

The foregoing suggestions are only germinal in the necessary change in per-
spective required for the preparation of reading teachers in the future. The focus
is on language and culture in terms of course content, but these areas will also
open the door to broader perspectives in other areas. For example, the principle
of cultural relativity underlies a large scale attitude shift toward matters of social
concern in humanities, literature, art, and language. The focus on variability is
at the heart of contemporary thrusts toward pluralism and cross-group under-
standing. Most important of all, perhaps, is the hope that this suggested inter-
disciplinary perspective will provide an impetus to the salvation of the study of
reading as a discipline by forcing it out of its comfortable, internal predictability
and into a broader world consisting of many helpful inputs.
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Preserving Human Values

in Competency-Based Programs

CARL L ROSEN

"The film isn't bad but I liked the
Reproduced by per ssior ass Mal Gordon. book better."
From Phi Delta kappal.

-

Methods courses in reading have been subject to criticism for some time. Yet,
overall professional concern has been intermittent. While the trappings and
tokens of modernity are occasionally advertised, significant changes remain elu-
sive. One only needs to visit the classrooms of recently graduated teachers to
observe the shortcomings of far too many such courses.

Our society is currently in a state of ,revolutionary transformation. The shock
waves are reaching even into colleges of education where modes and styles of
instruction are under assault. Mastery, of the change process, however, implies
the assumption of initiative in guiding this transformation. At the heart of the
change process are nuestions such as who will assume such initiatives and what
kinds of models will be proposed.

One model for change is based on the proposition that growth in those teach-
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ing abilities valued by the education profession can be enhanced through highly
structured instructional systems. In the current technological milieu, which is
increasingly influenced by behavioral learning theory, systems analysis some-
times is applied to teacher education through the so-called Competency -Based
Teacher Education Model. This paper represents an examination of the com-
petency-based model arid a projection of its implications on human values in
teacher education. The author is indebted to the writers listed in the reference
section of this paper.

Competency-Based Teacner Education Model

The basic unit of the model is the Instructional Module, a prepackaged bundle
of finite outcomes in a given area of teaching. The module consists of the sum-
mation of desirable content through explicitly stated outcome-competencies,
recommended practice experiences, and pre- and post-study criteria for assess-
ment at entrance and exit levels. Post-assessment of these competencies at the
exit level is critical to the objective evaluation of the model and decisive for de-
termining students' progress and ,direction through the modularized teacher
education program.

The design of a modularized program ,first involves the identification of major
areas in the teaching of reading. These comoonent s or units are then subject to
systematic subdivision into constituen. module, and then further reduced to
finite behaviorally stated objectives, learning experiences, and post-assessment
tasks. An undergraduate sequence in reading coulc '3e organized into several
major components with perhaps ten, twenty, thirty, or more modules. The ap-
proach requires the design of delivery and management systems, including the
planning and organizing for staff, faculties, and media utilization within the
constraint.> of time and resources available. The modular approach is considered
by some as an effective vehicle for educating future teachers of reading.

Some Advantages

A partial solution to the forced collectivism co common in traditional methods
courses could be realized through the modular approach. Students would not
need to be sectioned into large group units that are unwieldy and depersonalized.
Students' needs for individual study and attention could be met by instructors
who perhaps no longer feel harassed or driven to complete course units in pre-
scribed periods of time through traditional lecture methods. Prepackaged mod-
ules could permit, beyond self-paced individualized study, opportunities for
unusual grouping modifications, applied experiences, and interactions among
students and instructors.

Modules could encourage goal-centered individualized study both through the
availability of explicit objectives as well as through the provision for a wider
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range of alternatives for enriched study, practice experiences, and application
within and beyond the limitations of the basic objectives of the module. Com-
bining such diversified learning opportunities into modules for all levels of stu-
dents ind utilizing all possible resources could provide options and alternatives
for many kinds of student needs.

The process of modular construction could provide opportunities for both in-
structor and student to reexamine conventional courses of study including the
review, revitalization, and reformulation of content, of priorities, sequenc-
ing, applications, and assessment procedures. Through the design of modu-
larized approaches, repetitive and overlapping content within and between
related methods courses could be reduced, creating greater efficiency and co-
herence within various areas of study in tading and related subjects.

Cooperative efforts among instructors and among instructors and students in
the assessment, design, and reconstruction of modules will present ideal learning
experiences for all. Public school workers and instructors in colleges of educa-
tion can utilize the approach in joint efforts to design improved teacher-educa-
tion programs.

The design of unique modules for the preparation of teachers of reading in
specific educational settings can include applications from various fieldssuch
as linguistics, sociology, and psychology. Specialized talents, experiences, and
knowledge of gifted instructors, school workers, and students could be brought
to bear in designing such modules for the education of teachers of the poor, the
linguistically different, and the culturally different in both urban and rural set-
tings. Management and delivery systems that will provide unique experiences
based upon local needs and resources can be included. Systematic and compre-
hensive assessment of such programs could become more useful to the realization
of educational change.

Cautions

Misunderstandir.gs and misguided emphases in the use of modules could re-
sult in a harrowing forced-feeding effect on students. Arbitrary requirements for
students to manifest finite behaviors and competencies before being permitted
to move through various modularized sequences can project an image of the
student as a devalued receptacle of skills, a commodity which, when shaped to
specifications, is a product for the open market.

The role of the instructor as technician, dispenser of skills, manager, processor,
and judge of students can be an outgrowth of misunderstanding or misuse of
the approach. In-basket and out-basket systems for the efficient mass processing
of student work suggests the possibilities for the depersonalized potential of the
approach, particularly when either the mechanistic or the cynical instructor is
given powers beyond his competency or honesty. The process of assessing stu-
dents' competencies can deteriorate into judgmental panels reminiscent of an
inquisition or they can be overly casual to the point of becoming useless.
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A conformityoriented body of content in modules, resulting from the mis-
placed arrogance of the specialist, could become a means to program human
thought and responsibility. A module, so misdesigned, could then be misused
to create nightmarish probabilities of an externally engineered and assessed ex-
perience with the student frantically maneuvering through mazes of study and
assessment tasks. Such a role could create for the student an even deeper and
more subtle alienation from learning than in conventional courses.

An externally imposed value system, created by an overemphasis on the mech-
anistic incorporation of prescribed and explicit technical content can create an
"anti-teacher"an automaton who is unable to rely on his own experiences and
resources as a guide for subsequent teaching behavior; a drone whose percep-
tions are fixed into rigid, logic-tight compartments and whose attitudes and
values are charged with emotionally loaded response potentials; a robot who can
neither resolve contradiction nor tolerate ambiguity; one who has been shaped
to do, rather than to know.

The content of a superficial and ineptly designed module can become the re-
pository of the biases and predispositions of its overspecialized authors. Replete
with idols, stereotypes, and folklore, such content will be a poor substitute for
journals and textbooks that might deal far more ably with the subject. Yet, such
modules would command built-in authority through their power to assess the
student and demand his uncritical attention. Whether content is trivial, irrele-
vant, outdated, simplistic, or incorrect, the student might be required to respond
appropriately or might be recycled into the sequence or out of the program.

The design of the modules can result in imbalance in emphasis, favoring
more specific behavioral objectives and post-assessment items which, based upon
the relative ease and objectivity of item design, can become the major influence
on determining what is to be included in the content of the modules. The more
complex the design, the more difficult it will be to assess what the learning out-
come may be, and the less likely it will be included in the module, even though
it may be of critical importance. In the rush to develop and institute modular-
ized programs, teachers might neglect direct cffoils to fuse, relate, and synthe-
size knowledge, concepts, and competencies within and among modules and
their components. A grasp of the teaching of reading process seems to be as
much dependent on the understandings of implicit relationships among areas
as it is dependent on finite knowledge and skills. Misunderstandings of the
finite and fractionated nature of the modular approach could introduce an even
greater segmentation of content in the field of reading resulting in even less in-
ter(lisciplinary and global understamling than in conventional courses.

Human Values and the Use of Modules

The strengths and hazards of the modular approach are interrelated and de-
pendent upon the modular content and its refinements, as well as the teaching
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processes that are designed to deliver and manage the system. Herein also lies
the valuesimplicit and explicit underlying the approach. Instructors must
design systems for humans and for the intelligent utilization of modules which
should include appropriate safeguards necessai y for protection from their de-
structive potentialities.

Values involve the goals and aspirin ions held in esteem by people. We find
it difficult to treat those phenomena scientifically since they are not easily amen-
able to irreducible, quantifiable, and objectively observable data. Students are
subjected to contradictory claims on their values. Internalized values from homes
and childhood are often in conflict with life experiences and the values of their
age groups. These values could also be in conflict with those of their instructors.

The instructor must he aware of the many possibilities for freedom provided
by the modular approach, including the new opportunities to tune in to stu-
dents, their perceptions and life styles. Interdependence, sensory experiences,
openness. participation, involvement, and self-discovery are among the values
of growing numbers of college students, and these values should be understood
and incorporated into new structures in teacher education. Modular approaches
need not be contradictory to students' values it the instructor provides the free-
dom for his students to blend modules and life styles openly. Modular approaches
need not be contradictory to instructors' values if those instructors utilizing the
approach are personally and professionally mature individuals.

To become self-actualizing, instructors and students must be given freedom
to experience and formulate their own values. To attain these values, instructors
and students must led prized as persons, not assessed as objects being processed
mechanistically by whatever approach. They may be helped, if they so desire,
to deal with their own reactions and feelings regarding the experiences provided.
It is a mistake, however, to assume that their values are all equally accessible
to change in teacher education programs.

To help children learn what they can do, the future teacher must himself be
educated to become a producer, inventor, and innovator, rather than trained
to be a robot-like consumer. The college instructor must be able to recognize
that such values are not necessarily incompatible with the modular approach.
Students must participate in both the development of basic objectives as well
as enrichment experiences that should be built into modules. Student involve-
ment, ranging from the development of creative self-assessment procedures to
suggestions and recommendations for innovative ways to work and deal with
teaching children and teacher education, must be part of the modular approach.

Since teachers' decisions in classrooms are charged with the application of
human values, the students would be well served in teacher-education institu
dons if their own experiences could be examined in the openness of small-
group-discussion sessions involving other students and their instructors in honest
interaction. Learning to understand the consequences of authority on their own
behavior could help them develop the long range perceptions and insights re-
quired for understanding the consequences of teacher behaviors on children.
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Tne long range goals of any approach in teacher education must include the
technicai and professional skills, as well as the growth and development of per-
ceptive, thoughtful, sensitive, and humane people. The subtleties of what teach-
ers do and do not do for children cannot be ignored.

Who utilizes the modular approach, when, with whom, where, and, most im-
portantly, how, should be major concerns in considering the approach. The
module must neither be permitted to create the dialogue nor be granted, by
default, the power to set the pace. The modular approach is one alternative
among several that might contribute towards improving human relations and
learning in teacher education. While the content of a module defines who the
author is, the use of the module defines what the instructor is or what he is be-
coming.

Summary and Conclusions

Change is a complex and enigmatic phenomenon. Man shapes his environ-
ment, only to be shaped in turn by his own manipulations. The modular ap-
proach is designed to improve the quality of teachers of reading and to offer,
essentially, greater precision and efficiency of training through individualization,
self-pacing, feedback, and explicit description of the content necessary to teach
reading effectively. Given satisfactory content, the management and delivery
systems are crucial to the approach. just as educational media and technology
can either enhance or pollute a learning environment so, too, can competency-
based teacher education.

Values

An effort to bend the future teacher to the will of those specialists in reading
who design the modules could probably improve courses in terms of content and
pedagogical technique. The identification of major concepts, ideas, and skills
(providing this information is objectively put together and open to revision
based upon new information) is important to professional training for any field,
including the teaching of reading. Measuring such outcomes objectively and
systematically is sensible, when done humanely and wisely. The modular ap-
proach should also contribute to the liberation of instructors and students from
the medievalism of lock-in group lectures through endless semester hours. How-
ever, hazards and pitfalls in the misuse and misunderstanding of the approach
do exist.

Reminders

Effective teaching of reading involves more than the rote knowledge of con-
tent and technique which is sometimes questionable and outdated. A broader
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repertoire of teaching behaviors, including reasoning, problem solving, and de-
cision-making as well as certain values, attitudes, and personality styles in teach-
ing, contributes strongly to the teacher/learner interaction. These behaviors
include the skills involved in making systematic, objective observations; the
synthesizing of multiple data; and the selection, application, and assessment of
new and alternative teaching strategies in reading. The teacher of reading must
have the ability to accept and contend with newness, contradiction, and am-
biguity in an autonomous and c 7ective fashion. The teacher trained to out-put
content and the teacher educated beyond, represent two somewhat different
rolesthe teacher as a technician vs. the teacher as a professional. The latter
creates learning while the former processes human beings.

School and University Partnership

It would be well for colleges of education and public schools to initiate a
dialogue in this area. To some extent, tensions between the two institutions
frequently have contradictory perceptions of the roles of teachers. It is possible
that the movement toward modularizing teacher education could be a tacit at-
tempt by universities to move in the direction in which some public schools
perceive teachers by producing the kind of product that some schools might be
looking for.

There is much doubt as to whether future teachers or classroom teachers al-
ready in service appreciate this perception of their role by some school officials
who occasionally tend to be more accountability-oriented to their teachers' roles
than to their own responsibilities. But more important is the implication for
the education of our nation's children. Mass produced technicians who can per-
form certain questionable pedagogical acts with great precision are unacceptable
as replacements for effective teachers in a democracy. Yet, there is no need to
believe that technical expertise cannot be compatible with humane and wise
teaching behaviors. Identifying and blending these concerns is a challenge that
will require a heavy input of our resources in teacher education.

The examination of promising approaches to change must also involve the
real as well as the ideal. Leaders in public schools and universities, who tend
to be unwilling to pay very much for the teaching behaviors which they fre-
quently claim to value most, must come to the realization that considerable in-
stitutional support is required for any innovative instructional effort, whichever
approach it might be. Countless numbers of creative people in public schools
and in universities are robbed of their moral integrity, zeal, and intellectual
armor by overt and covert institutional restrictions and by nonsupport of crea-
tive efforts toward curriculum change.

T,?aching children to read, particularly children of the poor, or helping stu-
dents to learn to teach children to read involves a constellation of abilities that
make powerful challenges and demands on the mental processes and imagina-
tions of outstanding human beings. Classroom teachers and college instructors
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who can open and subsequently enlarge dimensions of language, thought, and
reading for their children or for their students who will someday teach, are
sorely needed. To identify and to encourage such people with all the resources
of our institutions represents one of the most neglected elements of the problem
of improving teaching and public education.

To Be Considered Carefully

Competency-based teacher education will contribute to the improvement of
conditions only if such education is properly and sensitively handled. If mala-
droitly dealt with, the approach will even further hasten the triumph of massed,
depersonalized, mechanistic curriculum and instruction, deprofessionalizing the
teacher, dehumanizing the student and further devaluing the quality of life in
educational institutions. Since tea .ter behaviors, human values, and philosophic
concerns are not only barely accessible to scientific techniques, but also too
illusory for consideration in the fast-paced age of technology, reforming teacher
education will continue to be almost as difficult as building a house from the
chimney down.

The modular approach may be one way to move toward more openness, more
system, more autonomy for teachers, more expertise, and more learning as well
as more personal and human contacts for our students. Only in those institutions
fortunate enough to have imaginative and able instructors and administrators
can such an approach be successfully brought to bear (as one facet) on the com-
plex problem of educating future teachers for our nation's children.

Educators must keep in mind that escalation of valid constructs has been his-
toric to the profession. Oftentimes, the "bandwagon syndrome" has resulted in
precipitous misuse of sometimes useful, if not critically important, innovations;
misunderstanding of the new construct along with misplaced priorities can be
a major source of subsequent failure.
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Chapter Twenty-Four

Disseminating the Modular Program

DONALD L. CLELAND AND JOSEPH S. NEMETH

As is implied throughout this volume, improvements are needed urgently in the
education of teachers, especially in the area of communication skills. Such an
implication is not an indictment of the many good programs in existence. But,
controversy does exist as to the efficaciousness of many teacher-education pro-
grams. Fortunately, controversy also prevents the status quo from becoming the
dominant characteristic in such areas of human endeavor.

No matter what level of proficiency is achieved in teacher-education programs,
progress necessitates further improvement. When pupils, parents, school board
members, teachers, and the general public in the educational marketplace de-
mand educational improvements, they are thereby calling for a more literate
society. This goal requires a new inpu for teacher education. Such input calls
for a cooperative thrust involving all segments of society that have a strong in-
terest in teacher preparation. The two main sources of power for this thrust,
however, must be teacher-education institutions and local schools. The time is
long past when ,.ve can think of teacher-education institutions as the producers
and the local schools as merely the consumers. New teacher-education partner-
ships must emerge with each social institution and segment of society making
appropriate contributions.

The teachers to whom we trust our children must be able to organize and re-
organize the learning situation so that improved communication skills will en-
able the children to attain valid concepts of their physical, social, and cultural
environments. Teacher-education institutions should accept the improvement
of communication skills as a major goal that must be realized for every resident
on this good earth today in order to make this terrestrial home better for those
who follow.

The competency-based modular teacher-education program presented in the
preceding pages is proving itself to be viable and worthy of implementation.
Certain aspects of this program have been field tested in teacher education in-
stitutions. For example, one department of reading-language arts at a major
university has field tested several modules in programs for the specialist and
has reported that the program was enthusiastically received by its state depart-
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ment of education, by students, and by faculty members. The modular program
is particularly welcomed in those states where the departments of education
have clearly indicated that the prerequisite competencies must be stated for
programs leading to certification at undergraduate levels.

Any program that remains buried within a book is useless and, in like man-
ner, the contributions made by scholarly planners of this modular program will
go unnoticed if other educators are not aware of the advantages. A vigorous
dissemination effort, therefore, must be exerted by leaders in professional orga-
nizations and local schools in order to guarantee that this modular program
will result in needed improvements in teacher education.

Those members of the profession who would join in the crusade to promote
better communication skills through improved teacher education are urged to
explore some of the following avenues of dissemination by which a modular pro-
gram can be brought to the attention of teachers and local schools.

1. Advertisements could be placed in the publications of IRA and other pro-
fessional educational organizations.

2. Appropriate articles, written by students in modular programs or by fac-
ulty members who have inaugurated a competency-based program of
teacher education, should be submitted to journals.

3. Members of the Commission and other specialists can be invited to par-
ticipate in conferences sponsored by the professional organizations.

4. Members of the Commission and other specialists can serve as consultants
to teacher education institutions, schools, or s:ate education departments
wishing to inaugurate such modular programs.

5. Sample modules could be furnished free upon request.
6. State departments of education can conduct work :hops to stimulate im-

provements in teacher education through individual self-study by using
systematic program planning procedures which include assessment of needs
and review of modular programs and other alternatives.

7. Taped introductions of certain aspects of the progr.ns, perhaps accom-
panied by other media such as transparencies, films, filmstrips, videotape,
etc., could be prepared for schools of education, for professional organi-
zations, and for state departments of education.

8. University curriculum libraries can purchase, catalogue, and shelve in-
structional materials related to modular programs.

9. The ERIC RCS Center, NCTE Headquarters, Urbana, Illinois, as well as
other° centers mentioned ia the volume, might house the materials men-
tioned above.

10. The ERIC/RCS Reading Resource Centers located in various colleges and
universities could disseminate many of the materials mentioned.

11. The Right to Read office of USOE might, through the United States Print-
ing Office, arrange to provide related material to interested educators.

12. Schools of education, employing the concept of the open university :ould,
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via either commercial or educational television, stimulate staff develop-
ment at the preservice and continuing education levels.

13. Community reading centers, sponsored cooperatively by the National
Reading Center and local service organizations could provide free liter-
ature to interested parents and teachers.

14. Service organizationsLions Club, Rotarians, and Optimist Clubcould
apprise its membership of the advantages of the competency-based teacher
education programs and urge them to advise their school board represen-
tatives accordingly.

15. Educational or commercial television, as a public service fo.ature, could
announce a series of programs depicting the need for better -ommunica-
tion skills instruction, at both the teacher education and local school
levels, with reference to competency-based modular teacher education
programs.

16. Program evaluation guides based upon the modular program can be pre-
pared for use in self-assessment or cooperative assessment of teacher edu-
cation programs in colleges and universities.

On the following pages, an example of recommendation sixteen in the form
of a suggested "preservice teacher education survey" is provided. This assessment
instrument is a condensed version of the IRA publication, Evaluation of Teacher
Education Programs in Reading, which was prepared by an IRA committee and
edited by Grayce A. Ransom. The shorter version provided here includes a num-
ber of general points from Ransom's guide and also delineates briefly the con-
tent for the seventeen modules described in this volume.

Survey of Preservice Teacher Education in Reading*

JOSEPH S. NEMETH

Introduction

This survey is intended to be used as a suggested guide for surveying pre-
service teacher education in reading and language arts. It specifies, with reason-
able limits and precision, the minimum knowledge and performance competency
deliverables which preservice teachers should have. The survey does not specify
the delivery strategies (lecture, field experiences, video and audiotapes) which
may be used to assist students in arriving at the knowledge and performance
competencies. The following suggested modules should be viewed as minimal
knowledge and competency/content requirements. The delivery strategies, se-
quencing, and student progress rates are optional and should reflect each irmitu-
don's special needs.

Requests for permission to reproduce any or all parts of this survey may be directed to
Permissions Editor, IRA, 800 Barksdale Road, Newark, Delaware 19711.
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Directions
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1. Read each item under the Program Module column carefully. Then place
a check on the continuum-line in the Program Assessment column. Placement of
the check on the continuum-line indicates to what extent the item is being
accomplished by you and/or your institution.

2. Next, place a check in one of the three boxes in the Program Development
Recommendation column. A check in the Critical column suggests that the
compiler and/or institution wish to effect immediate improvement regarding
that item. A check in the Important column suggests that the compiler and/or
institution think that improvement regarding that item can be delayed until the
Critical needs are met. A check in the Desirable column suggests that the compiler
and/or Institution feel that improvement regarding that item can be postponed
until both Critical and Important needs can be met The absence of a check
mark indicates that performance is high and cannot be improved or that imple-
mentation of that item is not needed.

$. Since educational institutions vary with respect to goals, finances, space
resources, and faculty and student backgrounds, the survey should be used flexibly
to meet individual needs. Responses which reflect individual needs and concerns
can be made in two ways:

a. The compiler may wish to extend, refine, or qualify his assessment or state
special needs by using the Comments space provided for ea.:Li item.

b. The compiler may wish to add missing items which reflect special needs to
each Program Module by using the lines provided under Other.
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'ROGRA:I NIODUI E ....:OMPONENT
.0 Mate. ials and facilities, transportation,

etc. Does the institution presently have
and adequately maintain:

Program Assessment
I

Program
)evclopmcnt
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lent
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4
Absent

n
=.
,;:..

-
9S
,i

R

ua
zi.
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.1 Professional materials
1.11 Basic professional materials such

as textbooks, abstracts, guides.
dictionaries, journals and period.
icals, encyclopedias, and others.

Ex
I

Ad

I

Min

I

Ab
I

5 4
I

3 2 I
I

0
1.12 Curriculum materials such as

adopted textbooks, curticulunr
guides, criterion referenced tests,
norm referenced tests, skills in-
structionalstructional materials (perception,
vocabulary, word attack, compre-
hension, study skills) and materials
for building habits, attitudes,

- interests, and tastes.

Ex Ad Min

]
Ab

5 4 3 2 1 0

1.13 Multimedia materials such as
films, videotapes, and audiotapes
on various teaching methods and
techniques, school and
classroom organization. behavior
modification. etc.

Ex Ad Min Ab

F

5
I

4
I

3
F A
2 1 0

1.14 Video andior audio equipment
and materials, such as tapes,
records, film loops, and films
which illustrate sallow teaching
techniques, classroom organiza-
tion, and methods.

Ex. Ad Min Ab

5 4 3 2 1 0

1.15 Lists of elementary and secondary
schools and teachers irg various
reading approaches, methods. and
materials which could serve as
observation and demonstration
centers, field experience resources.

Ex Ad Min Ab

I 1 I I j
1.16 OE er:

Ex Ad min Ab

I

5
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4
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1.2 Facilities

1.21 Storage area for records, multi-
media, etc.
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I

Ad Min Ab
I

5
I

4 3 2 1

1.22 Seminar rooms for observation,
demonstration, and discussions.

Ex Ad Min Ab

5 4 3 2 1

1.23 Transportation facilities for
various field trips.

Ex Ad Min Ab

1

1.24 Other: Ex Ad

I

Min Ab
I

1 1
1

I
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PROGRAM MODULE COMPONENT
2.0 Staff: The institution maintains staff

specialists in sufficient quantity and
with adequate teaching competencies,
expertise, and experience in the
following:
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2.1 Methods of teaching language and
nication arts.
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Min Ab
I
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I
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2.2 The teaching of linguistics as it relates
to reading.

Ex Ad Min Ab

5 4 3 2 1 IO

2.3 Methods of teaching diagnostic, pre-
scriptive, and individualized approaches
to reading.

Ex Ad Min Ab
I

5
I

4
I
3

I
2

I

I

I
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2.4 Methods of teaching children of cul-
turally and linguistically different back.
grounds and experiences, such as
Brown, White, Black, and Yellow.

Ex Ad

I

I

Min Ab

I

5
I

4
I

3 2
I

I 0

2.5 Methods of teaching large, small, and
individual gr ups.

Ex

I i

Ad Min Ab
I

I

5

I

4
I
3

I

2
I

1

I

0

2.6 Methods Jf teaching content related
reading/study skills to secondary level
students.

Ex Ad Min Ab

5 4 3 2 1 0

2.7 Librarians, audiovisual, children's
literature, andand content/reading spe-
cialists to aid in the teacher education
program.

Ex Ad Min Ab

I

5

I

4
I
3 2 1 0

2.8 Other: Ex Ad

I
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I
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I
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I
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I
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I
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PROGRAM MODULE COMPONENT
3.0 Program Process:

The institution grogram provides for
an individualized, competency based,
modular preservice teacher education
program in language arts and reading
which includes:

3.1 Criteria and selection procedures which
help insure that increash,gly higher
quality teacher candidates will enter
into the teacher-education program.

Ex

5 4
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PROGRAM MODULE COMPONENT
3.0 Program Process:

The institution program provides for
an Individualized, competency based,
modular preservice teacher education
program in language arts and reading
which includes: (continued)

Program Assessment

Program
Development

Recommendation

Excel-
lent

Ade Mini -
(late mal Absent

5 4 3 2 1

COMMENTS

3.2 Systematic program improvements
based upon student self-perceived
diagnostic-prescriptive teaching
competencies compiled by students
upon completion of the teacher-
education program and at periodic
intervals after graduation,

Ex Ad Min Ab

4 3 2 1

3.3 Systematic program improvements based
upon reading skill growth (perception,
vocabulary, word analysis, comprehen
sion, and habits of reading) of a
random sample of children taught by
institution graduates.

x Ad Min Ab
I I I

4 3 2

3.4 Systematic program improvements based
upon inputs from schools, parents, and
other public organizations and persons
served by institution graduates.

x

4

Ad Min Ab

3.5 Field experiences in conjunction with
the teaching theory based upon
language arts and reading methods
courses.

3.6 Self assessment and individualized
improvement of the preservice teacher's
personal reading skills, habits, and
attitudes.

3.7 Other:

x Ad Min Ab

I I I I

5 4 3 2 1 0

Ex Ad Min Ab

5 4 3 2 1 0

PROGRAM MODULE COMPONENT
4.0 Curriculum Modules: Ths institution

program provides for a competency
based teacher education program
for ele.nentary, middle, and secondary
reading and English teache.-: in the fol-
lowing curriculum modulo:

Program Assessment

Program
Development

Recommendation

Excel-
lent

Ode- Mini-
citrate mal Absent

4 3 2

2
C.:0114MENTS

4A Development of an understanding of
the English language as a communica-
tion system:
4.11 Experiences and teaching methods

which view reading as a com-
munications process utilizing
written lar-guage symbols.

x Ad Min Ab

4.12 A cognitive knowledge of lan-
guage as a symbol system for
transmitting ideas.

Ad

4 2

Min Ab

1
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PROGRAM MODULE COMPONENT
4.0 Curriculum Modules: The institution

program provides for a competency
based teacher education program
for elementary, middle, and secondary
reading and English tear:tem in the fol.
lowing curriculum modules: (continued)

Program Assessment

Program
Development

Recommendation

Excel-
lent

Ade.
quate

Mini-
mal Absent

e)
=-
EXE.

P.

CI

-,;a COMMENTS
i

4
I

3
1 I

2 I

4.13 An understanding of English
language round structures
(phonology, morphology.
intonations).

Ex Ad Min Ab

5 4 3 2 1

1

0

4,14 An understanding o; English
sentence structure, syntax,
transformational grammar, etc.

Ex Ad Min Ab

5
1]
4 3

I I

2 1

4.15 An understanding of the history
of the English language and its
changes.

Ex Ad Min Ab

5 4 3 2 I

4.111 Others' Ex Ad Min Ab

4.2 Interaction with Parents and Com-
munity: A professional education pro-
gram which provides experiences to
develop understandings and skill: in
the interaction of school, parents, and
community:

4.21 Becoming familiar with the
economics and sociology .A any
neighborhood.

Ex Ad Min

-----i
2 1

Ab

0
1 I

5

I

4

I

3

4.22 Becoming familiar wi.:, the
informal language patterns of
the neighborhood.

Ex Ad Min Ab

5 4 3 2 1

4.23 Involving parents in setting the
general goals of language and
reading instruction.

Ex Ad Mit, Ab

5

I

4
I

3
I I

2 1 0

4.24 Obtaining parental assistance in
school, home, and community
activities that foster pupil growth
in reading.

Ex Ad Min Ab

5 4 3 2 I 0

4.25 Interpreting the communications
development program to the
community.

Ex Ad Min Ab

5 4 3 2 1 0

4.26 Other Ex Ad Min Ab

4.3 Instructional PlanningCurriculum
and Approaches: Development of an
understanding of the following com-
ponents of the total language arts and
reading program.

Ex Ad Min Ab

3 2 1
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PROGRAM MODULE COMPONENT
4.0 Curriculum Modules: The institution

program provides for a competency
based teacher education program
for elementary, middle, and secondary
reading and English teachers in the fol-
lowing curriculum modules: (continued)

Program Assessment

Program
Development

Recommendation

Excel-
lent

Ade
quate

Mini
mal Absent .

2

27
a
a COMMENTS

I

4

I

3

I

2
I

I
I

0

4.31 An understanding of reading as
a process of perceiving and inter-
preting written symbols which
communicate meaning through
association with prior symbols.

4.32 An understanding of the basic
skills and abilities in the follow.
ing categories: perception, word
recognition, comprehension rate
flexibility, studystudy skills and literary
habits, attitudes, appreciation,
and tastes.

Ex Ad Min Ab

5 4 3 2 1

4.33 Familiarity with the operational
procedures in Lsing the following
materials: basal readers, linguistic
readers, special orthography
readers, programed readers and
materials, literary readers, sltills
development books (workbooks,
boxes and sets), supplii,,:utary
readers. reference books, and
library books.

Ex Ad Min Ab

5
I

4 3
I

2
I

1

4.34 Familiarity and competency in
three classroom operational pro-
cedures in utilizing materials:
group instruction in textbooks
followed by independent work;
self-selected and directed activities
utilizing teacher-pupil confer-
ences; and utilizing a language
experience approach with co-
ordinated communication
experiences.

Ex Ad Min Ab

5 4 3 2 I

4.35 Other: Ex Ad Min Ab

5 4 3 2 I 0

4.4 Developing Perceptual Skills and
Language Fluency as Background
for Early Reading Growth:
4.41 Provide experiences to acquire

competencies in teaching children
to listen to sequences in stories,
perceive and enjoy characte. traits
in stories, interpret pictures,
"read" a sequence of pictures,
enjoy rhythm and ideas in poems,
artici to speech sounds in poetry
and stories, obtain sensory images
from poems and stories, obtain
sensory impressions from the
environment and attach word
labels, recognize letters of the

Ex Ad Min Ab

5 4 3 2 1 0
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PROGRAM MODULE CONIPONENT
4.0 Curriculum Modules: The institution

program provides for a competency
based teacher education program
for elementary, middle, and secondary
reading and English teachers in the fol.
lowing curriculum modules: (continued)

Program Assessment

Program
Development

Recommendation

Excel-
lent±-1
5 4

Ade-
ottate

Mini-
mal Absent

rs 9

a

ti
a
,

^-*

CONI M E NTS

3 2 1 0

alphabet, recognize written names
and occasional worrl:, distinguish
among similar and different
sounds and symbols, contribute
to group chart stories, dictate
individual stories, write initials
and occasional words, describe
imaginative ideat, obtained from
environmental impressions, par-
ticipate in rich unit experiences
and in numerous other experi-
ences that enhance language
growth.

4.42 Other: Ex

I

Ad

I

Min Ab

I
I 0

4.5 Continued Language Growth in Social
Settings: Provide experiences and teach-
ing competencies to provide for con-
tinued growth and development of
language in social settings.

4.51 The preservice teacher will develop
the following competencies: de-
velop advancing concepts and
vocabulary; foster active partici-
pation in a variety of social
experiences; plan communica-
tion units which include listen-
ing, speaking, reading, and crea-
tive writing; develop listening
and speech skills; foster under-
stan,ling and enjoyment of dra-
matics; develop ability in group
interaction; inspire growth in
creative writing; foster ability or
organize thinking in both creative
and factual writing; and stimulate
growth in ability to evaluate
television programs.

Ex Ad
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Min Ab

I

5 4
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3

I

2
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4.52 Other: Ex Ad Min Ab

I I
5 4

I I 1

1

I

4.6 Teaching Word Attach Skills: Provide
experiences and competencies
in teaching word attack skills which
help children utilize the clues of con-
figuration, consistent graphonemes,
morphology, syllabication, phonic
sounds, and context.

Ex
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Min Ab
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5 4 3 2
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PROGRAM NIODU LE COM PONENT
4.0 Curriculum Modules: 'Elie institution

program provides for a competency
based teacher educatic,n c mgram
for elementary, middle, and secondary
reading and English teachers in the fol-
lowing curriculum modules: (continued)

Program Assessment

Program
Development

Recommendation

Excel
ICTI

Ads- Mini-
tillale mal

i 4

Absent
n .-

.,

=-

w

w COMMENTS
I

4

i
3 2

1
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4,61 Provide experiences and teaching
competencies with four methods
of teaching word recognition:
whole word, analytic, synthetic,
and combination methods.

4.62 Other Ex
i

Ad Min Mt
i

1

5 4 3 2 1

1

4.7 Developing Comprehension: Analysis
of Meaning. Providing experiences
and teaching competencies that are
necessary for comprehension in
recreation' I and content reading
from a single source.
4,71 The following understandings

and competencies should be at-
tained: understanding the com-
prehension construct, teaching
meaning signals given by lan-
guage structure patterns, teaching
tasks of literal comprehension,
and teaching the tasks of inter-
pretive comprehension.

Ex Ad Min Ab

5 4 3 2 1

4.72 Other: Ex Ad
I

Min Ab

1

3
I

2
1

I

4.8 Developing Comprehension: Synthesis
and Generalization. Provide experi
ences and teaching competencies that
are necessary to teach three major
comprehension tasks: critical evaluation
and creative reading, combining infor-
mation from several sources, and form-
ing generalizations in content fields.

Ex Ad Min Ab

I

5
I

4
1

3
I

2 1 0

4.81 Other: Ex Ad Min Ab

4.9 Developing Comprehension: Informa-
tion Acquisition. Provide experiences
and teaching competencies that are
necessary to teach such information
acquisilon si.ills as a) setting purposes,
b) textbook locational skills, c) library
locational skills, d) compiling and
using bibliographies. e) using reference
materies (dictionary, encyclopedia,
atlas, etc.), f) using visual aids to com-
prehend (pictures, graphs, table charts,

Ex Ad MM Ab

1

5 4 3 2 1

I

0
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Program
Development

PROGRAM MODULE COMPONENT Program Assessment Recommendation

4.0 Curriculum Modules: The institution Excel. Acle Mini- n .....-

program provides for a competency lent quite mal Absent Ft' °
7,' 8 COMMENTSbased teacher education program .t. :,. t

for elementary, middle, and secondary 8 ii
4 3 2 I 0 ,...

reading and English teachers in the fol.
lowing curriculum modules: (continued)

etc.), g) using flexible reading rates,
h) using such techniques for organizing
and remembering information such as
perceiving organizational patterns (list-
ing, time order, comparison/contrast,
cause/effect) and producing information
(outlining, note taking, underlining,
paraphrasing, summarizing, etc.).

4.91 Other: Ex Ad Min Ab

1---
5 4 3 2 1 0

1.10 Developing Literary Appreciation:
Young Children. Provide experiences Ex Ad M n Ab
and teaching competencies that are

Inecessary to aid primary children
I I I I 1 Iin developing literary appreciation

and enjoyment. The teacher should J 4 3 2 1 0

have the competency to lead children to
enjoy a) characterization, plot sequence.
and climax in stories: b) rhythm,
euphonious sounds, mood, and sensory
imagery in poems; c) personal identifi-
cation in dramatic- play: and d) char-
acter reproduction in puppetry and
other dramatic forms.

4.101 Other: Ex Ad Min Ab

f II
5 4 9 2 1 0

1.11 Developing Literary Appreciation:
Latency Years. Provide experiences and
teaching competencies that are neces- Ex Ad Min Ab
sary to aid intermediate and/or middle 1

I I 1school children in developing literary
appreciation and enjoyment of fables. 3 2 1 0

proverbs, myths, legends, folk and
fairy tales, biographies, and other
common literary forms. The teacher
should have the competency to lead
children to enjoy a) plot sequence,
characterization, climax. etc., in stories;
b) the theme or purpose. mood, im-
agery. etc., in poems: c) setting, conflict,
sequence. etc., in drama; and d) partic-
ipation in oral, choral, and recreational
reading, dramatics. play 7roduction, etc.

4.111 Other: Ex Ad Min Ab+I I I I 1

5 4 3 2 1 0
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PROGRAM MODULE COMPONENT
4.0 Curriculum Modules: The institution

program provides for a competency
based teacher education program
for elementary, middle, and secondary
reading and English teachers in the fol-
lowing curriculum modules: (continued)

Program Assessment

Program
1 evelopment

Re ommentlatton

Fend. Ade Mini
lent ti mite !nal Absent

n
3
'8
:::

=

=
:,..
t..
Pr

COMMENTS

5 4 3 2 1 0

4.12 Developing Literary Appreciation:
Young Adults. Provide experiences and
teaching competencies that are necessary
to aid young adults in the secondary
schools to develop literary appreciation
and enjoyment in more advanced forms
of such literary forms as fiction, non-
fiction, poetry, drama, etc.

Ex Ad filial Ab

5 4 3 2 i 0

4.121 Other: Ex Ad Min Ab

5 4 3 2 1 0

4.13 Diagnostic/Prescriptive Teaching: Pro-
vide experiences and teaching compe-
tendes that are necessary in a diagnostic/
prescriptive teaching approach. Some of
the basic understandings and compe-
tencies which teachers should have arc
a) determining optimal levels of read-
ing instruction and reading expec-
tancies; b) diagnosing psycholinguistic
strengths and weaknesses by observa-
tion, diagnostic teaching, and testing
(norm and criterion) in specific skill
strands (perception, vocabulary, word
analysis, comprehension, and affective
area): and c) prescribing appropriate
teaching methods, overlearning and
transfer activities consistent with each
learning rate, modality strength, and
cognitive-learning style.

Ex Ad Min Ab

o 4 3 2 I 0

4.131 Other: Ex

I

Ad Min Ab
I

5

I I 1 I

4 3 2 1 0

4.14 School and Ciassroom Organization (or
Diagnostic /Prescriptive Teaching: Pro-
viding experiences and teaching compe-
tencies that are necessary to provide
optimal classroom organization for
diagnostic-prescriptive teaching. Some
of the understandings and comp. :'encies
in this module are a) extent of individual
differences, b) criteria for judging orga-
ni: tional patterns, c) knowledge of
major organizational systems. and
d) experience and competence in the
flexible use of multiple organization
patterns.

Ex AO Mm Ali

3 2 I 0

4.141 Other Ex Ad Min Ab

5 4 3 2 1 0
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PROGRAM MODULE COMPONENT
1.0 Curriculum Modules: The institution

program provides for a competency
based teacher education program
for elementary, middle, and secondary
reading and English teachers in the fol-
lowing curriculum modules: (continued)

Program Assessment

Program
Development

Recommendation
Excel-

lent
Ade
ciliate

Mini-
Mal Absent

A
..

... tv
0

o

COMMENTS

5 4 s 2 1

4.15 Adjusting Instruction To Varied Lin-
guistic Background: Providing experi
erten and teaching competencies that
are necessary for teaching linguistically
different readers.

Ex Ad Min Ab

5 4 3 2 1

4.151 Other: Ex Ad Min Ab

4 3

4.16 Instructing Children with Special Read-
ing Problems: Providing experiences
and competencies in diagnosing and
prescribing for children in the class-
room who have special reading diffi-
culties. On-the-spot and classroom
diagnostic/prescriptive competencies
are emphasized in this module.

Ex

I

Ad Min Ab

I

5
I

4 3 2 1

4.161 Other: Ex Ad Min
I

Ab

3 2
I

1

1.17 initiating Improvements in School
Programs: Providing preliminary experi-
ences and competencies in initiating
self and program improvements in the
teaching of language arts and reading.
Such preliminary knowledge, experiences,
and competencies will be emphasized as
a) relationships of supervision to im-
provement: b) responsibilities of self
and school for improvement; c) behavior
criteria and procedures for improve-
ment (needs assessment, program
and resource planning, implemen-
tation and evaluation) in programs,
staff development, and research.

Ex

I

Ad

(
1

Min

I

Ab

5 4 2 1

4.171 Other: Ex Ad Min Ab

3 2 1
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When time is available, a faculty can make the program assessment scales of
the preceding survey more objective by writing brief descriptions for each quality
level. For example, items 2.0, 3.5, and 4.1 might be rewritten in the style
shown below:

2.0 The institution maintains staff specialists in the following (scale to be used on all items
in this section):

5

All have
PhD with
majors
and classroom
teaching
experiences
in communi-
cation skills.

4 3

Most have
PhD with
majors
and classroom
teaching
experiences
in language
and communi-
cation skills.

3.5 Field Experiences

Half have
PhD with
majors
and classroom
teaching
experiences
in language
and communi-
cation skills.

2

Most have
Masters
and a few
have PhD
with majors
and classroom
teaching
experiences
in /anguage
and communi-
cation skills.

Ten percent
lack Masters
degree with
major and
classroom
teaching
experiences
in language
and communi-
cation skills.

5 4 3 2

All at 3 & All at 2& Laboratory Laboratory
4 plus
internship

3 plus
sophomore

observations,
laboratory

observations,
portion of

at advanced experience lesson student
levels in in tutoring teaching teaching
teaching,
supervision,
research

reading before
methods
courses

with
methods
work,
clinically
directed
student
teaching

supervised
by RLA

specialist

Student teaching
with no
special emphasis
on reading and
language



CLELAND AND NEMETH 307

4.1 Develo^ment of an understanding of the English language as a communication system

5

Students
demonstrate
detailed
knowledge
of English
phonology,
sentence
patterns,
transformations,
dialects,
usage
styles,
language
arts
interrelationships,
research on
language
assimilation;
observe
children to
identify
language
growth characteristics
and encoding/decoding
miscues.

4

Students
demonstrate
detailed
knowledge
of English
phonology,
sentence
patterns,
transformations,
dialects,
usage
styles,
language
arts interrela-
tionships, and
language assimi-
lation steps; know
language growth
stages.

3

Program
provides
information on
English
phonology,
sentence
patterns,
simple
transformations,
dialects;
language
coding
and decoding
explained.

2

Program introduces
English
phonology,
sentence
patterns,
and general
growth
stages.

Program
includes
traditional
grammar and
few points
on language
growth stages.

The preceding scale descriptions can be shortened by abbreviating words and
using small print.

The objectivity of the survey and its scales can be increased by including a
glossary of specially defined terms. Adding a glossary to the survey reduces some
of the syntactical and semantic confusion which might confound communication
otherwise. In addition, glossaries are especially important when self-study com-
mittees wish to compile composite assessments at institutional or statewide levels.
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Teacher education program assessment surveys can be particularly effective in
providing improvements if the surveys are used by certifying offices of state
departments of education, local school supervisory personnel, or professional
organizations. For example, a state department of education can serve as the
catalyst for improvement in teacher education by initiating a series of meetings
based upon some adaptation of the following steps:

Study available
program assessment
packages, programs,
and procedure
alternatives

Implement program
evaluation procedures
on a regular
systematic basis
Encourage program
refinements based
upon feedback data

-->

Compile an institutional
assessment
survey instrument
which includes
priority needs

Redirect existing
personnel, materials,
finances,
and other institutional
resources
toward provam
implementation
Encourage go-it-
alone program
implementation

Implement staff
development
program

->

Study available
modular programs and
other program improvement
alternatives

Plan program improvement
based upon
priority needs
Plan staff development
program

Among others, those techniques of dissemination which reach the public
directly must not be overlooked. Past experiences have shown th, c. state govern-
ments and top echelon university administrators sometimes are reluctant pro-
viders of support for Leacher education. State governments and administrators
tend to be much more responsive, however, to public pressures than to empire-
building leaders in the profession. Therefore, IRA members have a responsibility
to inform the public of the possibilities for improving the teaching of communica-
tion skills through more effective teacher education programs, such as the one
suggested by the IRA Commission. Parents often feel deep concern about the
need for better teaching of communication skills. If properly informed, they can
provide the voter power necessary to give teacher education the support required
for high quality reading instruction. To enlist this support is a major challenge to
all who are interested in helping young people learn to communicate more effec-
tively.



In winter in the woods alone
Against the trees I go.
I mark a maple for my own
And lay the maple low.

At four o'clock I shoulder ax
And in the afterglow
I link a line of shadowy tracks
Across the tinted snow.

I see for Nature no defeat
In one tree's overthrow
Or for myself in my retreat
Fcr yet another blow.

Robert Frost

From The Poetry of Robert Frost edited by
Edward Conncry Lathem. Copyright © 1962 by
Robert Frost. Copyright © 1969 by Holt, Rinehart
and Winston. Reprinted by permission of Holt,
Rinehart and Winston.

Although this model for educating teachers of reading is found to be imperfect,
hopefully it may be one significant step among many in our learning to improve
education in future years as the civilizations of this world advance in age and ex-
perience. For, in the words of Plutarch, ". . . while time takes away everything
else, it adds wisdom to old age. Even war, that sweeps away everything else like a
winter torrent, cannot take away education."
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